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ABSTRACT
Teacher attrition rates are on the rise during a time that fewer individuals are
entering the teaching profession. In an effort to increase the rate of teacher retention, I
conducted an improvement science study aimed at identifying the factors that impact
teacher satisfaction in order to positively impact teacher retention rates. The purpose of
this study was to identify ways in which a school level administrator can positively
impact the rate of teacher retention through school-based interventions. As a school
principal, I identified two major findings. First, there are specific aspects of teaching that
make it difficult and that elevate stress for teachers. Secondly, there are administrative
responses that can be implemented to support teachers and positively influence their
satisfaction.
Recommendations for consideration include increasing administrative support in
the areas of student behavior, parents, and content and application. Additionally, it is
recommended that school principals can have a positive effect on the work load and
expectations placed on teachers. Interventions can be implemented to help build positive
working relationships and a positive work environment for teachers. Each of these
recommendations is detailed in this study.
Due to the implications of COVID-19, the implementation of interventions was
not conducted during this research study. It is recommended that future studies utilize
improvement science to assess the effectiveness of these recommended interventions in a
more traditional school year.
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CHAPTER ONE
INTRODUCTION
Teacher retention is at a critical place in education. More teachers are leaving the
profession than can be replaced. The National Center for Educational Statistics reported
that in 2011-12, eight percent of teachers left the profession (2014). That percentage
continues to rise across the country. In South Carolina, there has been a ten percent
increase in teacher attrition rates in the last year. Thirty-four percent of first year teachers
in South Carolina did not return to their same positions and 25% did not return to
teaching (Center for Educator Recruitment, Retention, and Advancement (CERRA),
2019). The number of students completing teacher education programs in South Carolina
has declined by 32% in the last five years (CERRA, 2019). At the end of the 2017-18
school year, over 7,000 teachers in South Carolina left their teaching positions (CERRA,
2019). With more teachers leaving the field and fewer teachers entering, schools and
school districts need to investigate ways to better support teachers and retain them in the
profession.
While teacher attrition rates are increasing nationwide, it is important to reflect on
the makeup of South Carolina’s student population and how it might impact a teacher’s
teaching practices. As shown in Table 1.1, South Carolina schools have a diverse student
population and have a high population of minority students, students living in poverty,
and students living in rural areas. A report by the Rural School and Community Trust
reported that 39.5% of South Carolina schools are rural and 49.5% of South Carolina
rural students are minorities (Showalter, Klein, Johnson, & Hartman, 2017). Sixty-eight
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and a half percent of South Carolina rural school students are eligible for free or reduced
lunch based on family income (Showalter et al., 2017). Each of these factors can impact
a student’s educational path and a teacher’s working conditions. According to the
Economic Policy Institute, 28.8% of teachers reported on the U.S. Department of
Education’s National Teacher and Principal Survey, that poverty presents a serious
problem in their teaching (Garcia & Weiss, 2019).
Table 1.1
2018 South Carolina Overall and Student Populations by Race/Ethnicity
South Carolina Overall

South Carolina Public Schools

Population

Population

White

68.5

50.2

African American

27.1

33.2

Hispanic

5.8

10.1

Race/Ethnicity

Note. Adapted from South Carolina State Department of Education (2019) and U.S.
Census Bureau (2018). Population statistics are reported as percentages of the total
overall and student populations.
Many research studies have been conducted on teacher attrition and strategies for
retention. Teachers report the level of administrative support as a significant influence in
transitions (e.g., Boyd et al., 2011; Brown & Wynn, 2009; Ingersoll, 2003; Mancuso,
Roberts, White, Yoshida, & Weston, 2011; Player, Youngs, Perrone, & Gorgan, 2017;
Tran & Smith, 2020; Urick, 2016). Past research studies have helped identify causes for
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high attrition rates (Feng, 2010; Ingersoll & Collins, 2018), but there is a lack of research
being conducted by principals currently working in schools with teachers. The
implementation of a study conducted by a school principal with current teachers can
allow for the data to be collected and used to make improvements.
Furthermore, few studies focused on teacher attrition have utilized improvement
science in education to implement changes. Utilizing improvement science and the PlanDo-Study-Act (PDSA) cycle (Lemire, Christie, & Inkelas, 2017), research can be
conducted by educational leaders to better understand the specific needs of their teachers,
and they can implement and track cycles of intervention for effectiveness. Through the
use of improvement science, school level administration can track outcomes related to
teacher satisfaction and retention in order to implement positive change (Lemire,
Christie, & Inkelas, 2017).
Problem of Practice
The number of public school teachers leaving the profession is on the rise. The
number of teachers entering the profession is declining and the number of students
enrolled in schools is increasing. Public school teacher attrition continues to draw
significant focus, as researchers attempt to identify ways to stop the exodus of quality
educators from our schools (Brown & Wynn, 2009; Ingersoll, 2001, 2003; Ronfeldt &
McQueen, 2017).
In South Carolina, like most of the country, teacher attrition rates continue to
increase. At the same time, the student population in South Carolina continues to grow
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(South Carolina Department of Education (SCDE), 2019). As a result, schools are
scrambling to fill teacher vacancies each year. “To fill classrooms, S.C. school districts,
in part, rely on substitutes and nearly 400 international teachers,” (Schechter, 2019, para.
20). SCDE (2019) reports active enrollment numbers yearly that support a significant
increase in student attendance. Over the past five years, there has been an increase of
approximately 25,000 students in South Carolina public schools (SCDE, 2019). During
this same time, teacher attrition rates have increased as well as teacher vacancy
numbers. At the start of the 2018-19 school year, South Carolina reported over 600
certified teacher vacancies with over 400 international teacher hires (CERRA,
2019). This number of vacancies was a 13% increase compared to the year prior; over
7,000 of the vacancies were generated by teachers leaving. There are not enough
teachers to provide instruction for the number of current students (see Table 1.2). It is
imperative that teacher retention efforts be prioritized in the state.
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Table 1.2
South Carolina Student Enrollment and Teacher Vacancies by Year
45 Day Student

Number of Teachers to

Number of Teacher

Year

Enrollment Number

Leave Teaching

Vacancies

2014-15

756866

4108

338.6

2015-16

763588

4074

448.97

2016-17

771756

4842

481.24

2017-18

778488

4914

549.5

2018-19

781493

5341

621.25

Note. The number of teachers to leave teaching include those no longer teaching in a
South Carolina public school and those that left during or at the end of the school
year. Vacancies are based upon full-time equivalency (FTE), or the hours worked by one
employee on a full-time basis. Adapted from South Carolina State Department of
Education (2019) and Center for Educator Recruitment, Retention, and Advancement
(2019).
Cane Bay Elementary School is a pre-kindergarten through fourth grade school
serving 1,250 students in Summerville, SC. Cane Bay Elementary is the largest of 26
elementary schools in Berkeley County School District. The school opened in 2009 in
what was then a semi-rural area. Since opening, the neighborhood around the school has
grown tremendously bringing many new students and challenges related to class size,
frequent teacher turnover and a change in student demographics. Currently, 66% of the
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students are white, 13% are African American, 10% are biracial, and 9% are
Hispanic. 30% percent of the students receive free and reduced lunch assistance and 11%
receive special education services. Historically, student achievement data places Cane
Bay Elementary students above the school district and state average in English Language
Arts and Mathematics. In 2019, 61.7% of students met or exceeded the English
Language Arts grade-level expectations on the SC READY assessment, compared to
48.3% for Berkeley County School District and 45.4% for the state. In Mathematics,
59.9% of Cane Bay Elementary students met or exceeded the grade-level expectations
compared to 42.7% for the school district and 45.1% for the state. With the frequent
changes experienced, Cane Bay Elementary has struggled with a high teacher attrition
rate.
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Table 1.3
Cane Bay Elementary School Teacher Allocations and Attrition Information
Teacher Categories

2019-20

2018-19

2017-18

First Year Teachers

5

1

8

Additional New Teachers

11

15

12

Additional Allocations

7

0

7

Male Teachers

4

3

3

Female Teachers

64

58

58

White Teachers

62

58

59

African American Teachers

6

3

2

% of Teachers to Leave

11.8

23

27.9

% of Teachers to Resign

2.9

4.9

17.6

0

14.3

23.5

% of Teachers to Leave w/ No More than 1 Year

% of Teachers to Leave w/ 5 or Less Years
50
35.7
58.8
Note. This table details the number of teachers per category as well as the percent of
teachers that left or resigned at the end of each school year over a three year period.
Past research studies have identified reasons teachers leave the
profession. Ingersoll (2003) found that close to half of the teachers leaving education are
leaving due to job dissatisfaction. This can include job fit (Boyd et al., 2011; Ingersoll,
2001, 2003; Player et al., 2017; Vekeman, Devos, Valcke, & Rossel, 2018), lack of job
satisfaction (Geiger & Pivovarova, 2018; Kapa & Gimbert, 2018), lack of administrative
support (Boyd et al. 2011; Brown & Wynn, 2009; Ingersoll, 2003; Mancuso et al., 2011;
Player et al., 2017; Urick, 2016), and working conditions within schools (Barnatt et al.,
2017; Geiger & Pivovarova, 2018; Toropova, Myrberg, & Johansson, 2021). Some
teachers express a combination of these as contributors. Each of these contribute to the
overall problem of rising teacher attrition rates, which need to be addressed.
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The purpose of this research study is to identify specific interventions needed to
increase teacher satisfaction and teacher retention rates. I will conduct this research study
at Cane Bay Elementary School in Berkeley County, South Carolina. Teacher attrition at
Cane Bay Elementary was 28% at the conclusion of the 2017-18 school year. When
compared to the state average, Cane Bay had a larger percentage of novice teachers leave
at the conclusion of the school year. Fifty-nine percent of the teachers leaving had less
than five years of experience, while the state had only 48% of teachers leaving with less
than five years of experience (CERRA, 2019). These percentages show a need for
teacher retention interventions intended to increase job satisfaction and improve working
conditions as well as increase teacher retention at the school level. The ability to identify
why teachers are leaving will allow for the implementation of interventions that are
intended to decrease the attrition rate.
Review of the Literature
In order to better understand these issues impacting the educational system in
South Carolina, I have conducted a synthesis of literature and research studies. This
literature review focuses on leadership styles, administrative support, and workplace
conditions, which help explain the impact of a principal on the retention of teachers. In
the following sections, I provide a synthesis of teacher attrition, administrator leadership
styles, administrative support, and workplace conditions and describe the theoretical
framework for my study, which uses expected utility (Feng, 2009, 2010, 2014; Vagi &
Pivovarova, 2017).
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Teacher Attrition
Not all teacher attrition in education should be categorized as
negative. Retirement, school staffing actions, and family or personal reasons (Ingersoll,
2003) affect attrition. However, attrition caused by job dissatisfaction is of much concern
due to the significant impact teachers have on student achievement (Ronfeldt, Loeb, &
Wyckoff, 2013). Because teacher turnover rates are on the rise, it is even more important
to identify factors that are affecting attrition in order to find solutions.
Early research on teacher attrition categorized teachers as stayers, movers or
leavers as a way to classify them based on causes for transition (Bobbitt, Leich,
Whitener, & Lynch, 1994; Ingersoll, 2003; Mancuso, Roberts, White, Yoshida, &
Weston, 2011). Stayers are those teachers that choose to remain in their schools and
positions (Feng, 2010). Thus, movers are those teachers transitioning to a teaching
position at another school, and leavers are those teachers leaving the profession entirely
(Bobbitt et al., 1994; Ingersoll, 2003). Movers are those teachers not interested in leaving
the profession but looking for opportunities better suited to their wants or needs. Intradistrict and inter-district movers both remain in the teaching field and are seeking a
change (Ingersoll, 2003). These teachers may be seeking a change in leadership or
working conditions but ultimately are looking for greater utility or job satisfaction (Vagi
& Pivovarova, 2017). Both movers and leavers affect the continuity within a school and
leave vacancies that must be filled. Leavers, however, have a more significant impact on
the larger teacher shortage crisis because they leave the profession completely.
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Attrition caused by job dissatisfaction is closely tied to teachers who want to find
a better job fit (Boyd et al., 2011; Ingersoll, 2001, 2003; Player et al., 2017; Vekeman et
al., 2018). It can be assumed that content teachers are more committed and willing to
remain in their current positions (Toropova, Myrberg, & Johansson, 2021). These
teachers often attribute their decisions to stay or transfer to other schools to the level of
administrative support they receive (Boyd et al., 2011; Brown & Wynn, 2009; Ingersoll,
2003; Player et al., 2017) and to the working conditions within their schools (Barnatt et
al., 2017; Geiger & Pivovarova, 2018; Toropova, Myrberg, & Johansson, 2021). Some
teachers express a combination of these as contributing factors, or they identify ways in
which the factors overlap. In the following sections, I will analyze each factor to identify
existing scholarship on how to better assist and retain quality teachers.
Administrator Leadership Styles
The leadership style of a principal can significantly contribute to the day-to-day
operations within a school, impact teacher satisfaction levels, and affect overall school
culture (Stewart-Banks, Kuofie, & Hakim, 2015). Transactional, transformational,
instructional, and shared leadership styles are each commonly recognized in school
research, and some styles are perceived as being more effective (Berkovich, 2018; Brown
& Wynn, 2009). I provide a description of each leadership style and its perceived
effectiveness as a way to describe how each style impacts teacher satisfaction and
retention.
Shared leadership incorporates teachers and school staff members in decision
making processes, which increases staff morale and work performance (Stewart-Banks et
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al., 2015). Shared leadership focuses on school staff members partnering together to
achieve the school goals and vision through a collaboration of school teams or
committees (Makgato & Mudzanani, 2019). According to Brown and Wynn (2009),
shared leadership positively influences job satisfaction levels for teachers and includes
shared decision making, a sense of teacher community, and principal instructional
direction and support. Having classroom autonomy through shared leadership
experiences was reported as having a positive impact on teacher retention (Brown &
Wynn, 2009).
Instructional leadership connects the principal to the teaching and learning taking
place in the school. This theory focuses on a leader directly affecting the growth of
students and influencing student achievement (Bush & Glover, 2014). Criticism of this
leadership style is that there is a greater focus on teaching rather than learning and that
the principal has the majority of the power and knowledge (Bush & Glover, 2014).
Scholars no longer believe that the principal is the only instructional leader, but rather
that learning is impacted by many school members, including teachers (Lambert, 2002).
The theory of transformational leadership has been widely researched since the
1980s. This approach focuses primarily on the way in which principals influence school
outcomes (Bush & Glover, 2014). At the core of this theory is the school principal
working alongside the teachers and school staff as they are utilized as change agents
(Makgato & Mudzanani, 2019). The principal may manage school procedures, but many
individuals are involved in school decision making. The principal works to promote the
school vision and goals and includes teachers as leaders. This style has been found to be

11

effective as it encourages teacher satisfaction and yields small improvements in student
achievement results (Berkovich, 2018; Hoch, Bommer, Dulebohn, & Wu,
2018). Transformational leadership is related to teacher commitment and satisfaction and
ultimately performance (Hoch et al., 2018).
Transactional leadership is “generally associated with task management
orientation and leader-subordinate exchange” (Berkovich, 2018, p. 349). This form of
leadership is often a contrast to transformational leadership. Leaders utilizing
transactional leadership value obedience, present a clear understanding of expectations to
teachers, and monitor performance and progress (Berkovich & Eyal, 2019). Berkovich
(2018) recognized that there was a strong positive correlation with perceived leadership
effectiveness when transformational leadership practices were in place and a low positive
correlation when transactional leadership practices were used.
While much research has been conducted on educational leadership styles, it is
important to focus on the leadership characteristics that teachers desire from principals
for the purpose of this study. Having effective communication; building relationships;
and being open-minded, approachable, and knowledgeable is attractive to teachers
(Stewart-Banks et al., 2015). A principal who is able to create an environment in which
teachers’ needs are met is more likely to positively impact teacher retention (Vagi &
Pivovarova, 2017). The ability to infuse these leadership characteristics into daily
practice is more likely to increase teacher satisfaction and overall fitness within the
school organization.
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Administrative Support
A principal has the ability to make decisions for a school that can positively
impact multiple school factors. Numerous research studies have found that administrative
support in a school is one of the largest factors in teacher retention (e.g., Boyd et al.
2011; Brown & Wynn, 2009; Ingersoll, 2003; Mancuso et al., 2011; Player et al., 2017;
Urick, 2016). Additionally, focusing on the teacher’s needs rather than the organization’s
needs is another way to identify successful retention strategies (Tran & Smith, 2020).
Principals are able to impact several school factors as a way to increase teacher
satisfaction and retention. Promoting a positive school culture, developing and
promoting a school vision with shared decision-making processes, and implementing
teacher supports have all been found to increase satisfaction and retention levels (Boyd et
al., 2011; Brown & Wynn, 2009; Burkhauser, 2017; Urick, 2016). “Lower levels of
teacher attrition and migration have consistently been found in schools with more
administrative support for teachers” (Brown & Wynn, 2009, p. 42).
A positive school culture allows for greater staff relationships, more opportunities
for teacher acknowledgement, and a stronger learning community (Boyd et al., 2011;
Brown & Wynn, 2009; Burkhauser, 2017). Positive school cultures encourage a safe
learning environment. Research on administrative support shows that teachers feel
supported when there is a safe school environment and administrators assist with
managing student behavior (Burkhauser, 2017). Developing and promoting a shared
vision with shared decision-making opportunities involves teachers in school decisions
and increases teacher input and empowerment (Urick, 2016). When principals are able to

13

implement these practices, teachers are involved in decisions, have connected
relationships, and impact school outcomes. Effective principals work to implement
teacher support. Teacher support can include limiting stress and burnout through
proactive strategies and insulating teachers from external forces (Burkhauser, 2017).
These external forces may include increased workloads and the feeling of surveillance
related to accountability (Kelchtermans, 2017). Teacher support can include mentoring
programs, providing needed supplies, and access to technology (Brown & Wynn, 2009).
Several practices have been found to better support teachers and their needs.
“Support from administrators has the potential to influence a host of working conditions”
(Boyd et al., 2011, p. 307). Principals that promote a positive school culture, develop and
promote shared values with teachers, and provide the necessary supports teachers need
are found to be effective and helpful in retaining teachers (Boyd et al., 2011; Brown &
Wynn, 2009; Burkhauser, 2017; Urick, 2016). Ultimately, research shows that principals
who are able to positively impact teacher retention use a shared leadership style that
encourages collaboration and fosters working conditions and school practices that are
desirable (Urick, 2016).
Workplace Conditions
The perception of workplace conditions is another factor in teacher
retention. Workplace conditions are those factors affecting a “teacher’s overall and day
to day job duties” (Geiger & Pivovarova, 2018, p. 607). Working conditions impact job
fit and satisfaction (Geiger & Pivovarova, 2018; Skaalvik & Skaalvik, 2011). Working
conditions can increase job satisfaction, or they can contribute to teacher stress and
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impose negative situations that affect decisions to stay or leave. Many workplace
conditions are outside the direct control of the school principal, such as demographics,
school size, school poverty levels, school location, certification requirements, and
salaries. Factors that can be shaped by a school principal include conditions such as
levels of “administrative support, classroom and behavior management support,
relationships with colleagues, class sizes, quality of facilities, and roles assigned to
teachers” (Kapa & Gimbert, 2018, p. 151). Building resiliency in teachers and providing
leadership opportunities also contribute to improved working conditions (Yonezawa,
Jones, & Singer, 2011). Principals are able to control professional development
offerings, the assignment of mentors, teacher leadership opportunities, and opportunities
for collaboration among staff members. These factors are malleable by a school principal
and have significant effects on job satisfaction for teachers.
A school principal has the ability to influence working conditions. Teachers
benefit from social relationships, social recognition, and emotional belonging, and each
of these can be addressed by a principal (Kelchtermans, 2017). Collaborative practices in
a school are made possible by a principal’s ability and willingness to build a master
schedule that allows like-teachers to have similar planning opportunities and times to
participate in decision-making (Urick, 2016). These planning opportunities allow for
social relationships to grow amongst teachers. Teachers must also have opportunities to
grow professional relationships with students, parents, and other educators in the building
and larger educational system.
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As the job of a teacher becomes increasingly challenging, one must consider that
several factors affect teacher attrition rates. Exiting teachers have provided categorical
information regarding their decisions to leave that can be analyzed to identify the most
significant factors. According to CERRA (2019), the reasons South Carolina teachers are
leaving include salary, administrative support, and general dissatisfaction. Teacher
salaries in South Carolina fall below national averages. In 2016-17, the average teacher
salary in South Carolina was $50,182 compared to $60,477 nationally (National
Education Association (NEA), 2018). The starting salary for South Carolina teachers that
same year was $33,148 while the national average was $39,249 (NEA, 2018). While a
principal cannot influence salaries, she can implement practices to influence
administrative support and teacher satisfaction levels. Administrative support, as
explained in the literature, can be influenced by a positive school culture, a school vision
with shared decision-making processes, and teacher supports (Boyd et al., 2011; Brown
& Wynn, 2009; Burkhauser, 2017; Urick, 2016). General dissatisfaction can be impacted
by workplace conditions, such as “administrative support, classroom and behavior
management support, relationships with colleagues, class sizes, quality of facilities, and
roles assigned to teachers” (Kapa & Gimbert, 2018, p. 151).
A principal’s leadership style, form of administrative support, and established
workplace conditions have been noted as factors impacting teacher retention. Previous
studies have identified these as factors related to teacher retention, which is important to
this study because they are the factors impacted by a school principal. This study will
allow for the implementation of interventions by a school principal to increase teacher
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satisfaction and retention. Leadership style, administrative support, and workplace
conditions will each be considered.
Theoretical Framework
In this study, I will use the theory of expected utility (Feng, 2009, 2010, 2014;
Vagi & Pivovarova, 2017) to analyze the factors that affect teacher retention. Expected
utility derives from the idea that a combination of benefits impacts one’s ability to make
decisions (see Figure 1.1) (Feng, 2009, 2010, 2014; Vagi & Pivovarova, 2017). When
comparing job options, a teacher will most likely select the job that has the best salary
and working conditions, which in return yields the highest value of expected utility for
the teacher (Feng, 2009, 2014). Multiple factors can impact the utility, such as school
demographics, achievement levels, class size, school size, administrative support, salary,
travel time, and parental support. The synthesis of literature and research studies
supports that expected utility should most be impacted by leadership styles,
administrative support, and workplace conditions.
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Figure 1.1. The relationship between expected utility and teacher decisions (Feng, 2009,
2010, 2014; Vagi & Pivovarova, 2017).
While many teachers are leaving the profession, they also chose to enter the
profession at one time. From this theoretical perspective, scholars presume that when
teachers pursue the teaching profession, they would have evaluated the expected utility
and decided it met their needs at that time. A teacher would have likely considered the
salary, working conditions, and satisfaction levels to be gained from working with
students (Vagi & Pivovarova, 2017). Once entering the field, a teacher, like most
employees, is likely to reevaluate these conditions often. A teacher may determine that
his or her needs are met and there is a high satisfaction level, or he or she may desire
alternative conditions. Additionally, some teachers may leave for personal reasons, such
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as staying home with children, spouse relocation, or military assignment. These factors
would not be affected by expected utility.
In order to maximize one’s expected utility, a teacher ultimately chooses between
three options: to stay in a current position, move to another school, or leave the
profession. Figure 1.1 displays how a teacher’s expected utility affects the decision to
remain in a current position or seek alternatives (Feng, 2009, 2010, 2014; Vagi &
Pivovarova, 2017). Teacher transition, or the movement from one school to another or
the decision to leave the profession, can be described through the expected utility
theory. “Individuals are theorized to act in ways that maximize their ‘utility’ or
satisfaction” (Vagi & Pivovarova, 2017, p. 786). In other words, teachers are able to
consider their options and anticipated satisfaction levels as a way to guide their ultimate
decision to gain the highest value of expected utility. When presented with several job
options, the theory is that the teacher will select the job that offers the most
utility. Salary, classroom environments, working conditions, and disciplinary issues each
impact expected utility (Feng, 2010). Diverse student populations with more challenging
academic and behavioral needs increase the likelihood of a low expected utility, which in
return increases teacher attrition (Feng, 2010). Expected utility theory will guide this
research study. Teacher satisfaction levels will be monitored as a way to determine
utility levels for teachers. It is expected that a high utility will result in positive
satisfaction levels and teacher retention.
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Research Questions
This research study is designed to answer the following overarching research
question: What administrative supports and school-level interventions are most effective
in supporting teachers and positively affecting teacher retention rates?
This study will use PDSA cycles to assess the effectiveness of interventions
aimed at increasing teacher satisfaction levels and teacher retention rates at the school
level. These interventions will be implemented and assessed by a principal. This
research should provide principals with detailed information on how they are able to
better support teacher needs and implement change as needed at the school level. Subquestions for the study include:


What job factors influenced participants when selecting teaching as a career?



What school factors contributed to the participants teaching at Cane Bay
Elementary School?



What job and school factors impact teacher satisfaction levels?



To what extent were job satisfaction levels impacted by the implementation of
interventions?



What factors lead to teachers leaving at the end of the school year?

By asking these questions, my study will provide principals with recommendations on
how to better support teacher needs for retention. Information will be provided on
successful strategies as well as those that did not impact positive change.
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Summary
In closing, as teacher attrition continues to rise, it is important to look for ways to
retain teachers from a new perspective. After a review of the literature, it is clear that
past research has produced substantial amounts of evidence for ways to retain teachers,
but attrition numbers continue to increase, and students are the ones who are being
impacted. While research supports that improved working conditions, administrative
support, and induction and mentoring programs better support teachers, the rate at which
teachers are leaving the classroom is not decreasing (e.g., Boyd et al., 2011; Brown &
Wynn, 2009; Geiger & Pivovarova, 2018; Ingersoll, 2003; Tran & Smith, 2020). The
teacher shortage crisis, therefore, requires researchers to consider alternative
strategies. School administration should pair supportive working conditions with
improvement science and implement rapid tests of small changes (Cohen-Vogel et al.,
2015). Allowing for a combination of research-proven practices and improvement
science, principals have an opportunity to focus on previous research limitations and
conduct alternative studies as a way to determine the next steps needed to retain teachers.
My dissertation will identify potential changes to support and retain teachers in the
profession.
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CHAPTER TWO
METHODS
Teacher attrition continues to rise, and past research provides evidence for why
teachers are choosing to leave the profession (e.g., Boyd et al., 2011; Brown & Wynn,
2009; Geiger & Pivovarova, 2018; Ingersoll, 2003). In South Carolina, over 5,000
teachers left teaching during the 2018-2019 school year, which is an increase over the
year prior and is evidence of a steady increase each year (CERRA, 2019). To expand the
current field of research, I have conducted a research study in the school setting where I
serve as the current principal. Current teachers were asked to participate and provide
feedback on teacher needs in order for cycles of intervention to be implemented and
assessed for effectiveness. The goal for this research was to improve teacher satisfaction
in order to positively impact teacher retention rates through the use of improvement
science.
Improvement Science Significance
Teacher attrition rates are increasing, and negatively affecting schools. Research
studies have been conducted to determine factors contributing to teacher attrition (Boyd
et al., 2011; Brown & Wynn, 2009; Geiger & Pivovarova, 2018; Glazer, 2018), but the
field lacks studies utilizing improvement science, as well as research conducted by
principals working with their own teachers. Past research has provided significant
amounts of data on what impacts teacher attrition rates (Boyd et al., 2011; Brown &
Wynn, 2009; Glazer, 2018). These studies provide details on what causes teachers to
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leave but do not provide data on whether the implementation of interventions would have
influenced a different outcome. Action research allows for interventions to be
implemented and school administrations’ efforts to be analyzed and adjusted as
needed. Because levels of administrative support impact teacher job satisfaction rates, it
was important to conduct a research study that allowed for the implementation of teachersuggested strategies and opportunities for follow up with the teachers. I conducted a
research study utilizing improvement science as a way to determine what school-level
factors have the greatest impact on teacher attrition and what strategies could be
implemented to remedy the increasing outflow of teachers. The intention was for the
increase in administrative support to be assessed to determine if it had a positive impact
on job satisfaction and teacher retention.
Through the use of improvement science, this study allowed for outcomes related
to teacher satisfaction and retention to be monitored for effectiveness (Lemire, Christie,
& Inkelas, 2017). Improvement science provides opportunities for trialing improvement
efforts with a focus on recognizing when a change is an improvement and identifying
possible change efforts that will result in improvement (Lemire, Christie, & Inkelas,
2017). This study provided information and data on teacher retention interventions that
had not been available previously. Many research studies have provided reasons why
teachers have left the profession, but a gap exists in assessing the effectiveness of
implemented strategies. Conducting a study using improvement science allows for the
collection of data on strategies that work or do not work, which can potentially improve
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teacher job satisfaction and working conditions. It is the ultimate goal that increasing
satisfaction will also increase retention rates for teachers.
PDSA Model
The core framework of improvement science is the PDSA cycle, a process which
allows for rapid cycles of learning (Lewis, 2015). According to The Center on School
Turnaround, “[R]apid school improvement begins with set direction, followed by assess
needs, create plan, implement plan, monitor work, and adjust course” (Redding,
McCauley, Jackson, & Dunn, 2018). Improvement science could be considered a
common practice in education, as explained by Perry, Zambo, and Crow (2020), because
school leaders often strive to improve their systems. Identifying problems and creating a
hypothesis for how to improve the problem is common in schools and education, but
improvement science does this in a more systematic way. PDSA, a strategy used in
improvement science, allows one to test theories and identify what worked and why
through the implementation of various cycles (Perry, Zambo, & Crow, 2020). According
to Perry, Zambo, and Crow, the planning stage allows the researcher to identify
questions, predict outcomes, and determine a plan of action. The doing stage includes the
implementation of changes and collecting data on the outcomes. Studying includes
analysis and connecting outcomes to the original predictions and hypotheses. The final
stage, the acting stage, is when the researcher makes decisions related to outcomes
(2020). This act stage of the PDSA cycle is where next steps are determined.
PDSA was utilized during this study to identify teacher suggestions for
improvement and to test the effectiveness of change efforts. Research questions were
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generated during the planning stage and data collection processes were determined. It
was decided that an open-ended survey would be used to gather information from
teachers across the state on the SC for Ed Facebook page. Teachers were asked questions
about their background, school type, educational preparation programs, and employment
decisions, factors of influence and challenges, and teacher satisfaction. Similar surveys
were created and disseminated to current and past teachers at Cane Bay Elementary.
Focus group discussions were organized during the plan stage to gather detailed
information from current Cane Bay Elementary teachers. During the do stage of the
PDSA cycle, surveys were conducted and focus group discussions were held. Results
from surveys and from focus group discussions were analyzed during the study stage of
PDSA. The act stage was postponed due to school closures and the impacts of COVID-19
in schools. Interventions have been identified and can be implemented in future cycles
and studies.
Study Design
This research study was a qualitative case study. Qualitative research was most
appropriate to address the research questions and gather the needed
information. Qualitative research allows for a deep understanding of an issue and helps
“identify variables that cannot be easily measured” (Creswell & Poth, 2018). The use of
qualitative research allowed participants to share their personal experiences during the
data collection process. Data sources included agency records, open-ended surveys, and
focus groups. Individual interviews were planned but suspended due to the impacts of
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COVID-19. I used this data to determine what principal-led strategies should be
implemented to support teacher needs, improve teacher working conditions, and
positively impact teacher retention. It is understood that building level administrators
have the ability to positively impact a school climate and to implement school procedures
to better meet teacher needs (Boyd et al., 2011; Burkhauser, 2017). The purpose of this
study was to utilize feedback from the teacher participants related to their greatest areas
of need or concern and implement principal-led strategies to positively impact teacher
satisfaction and therefore retention. The use of improvement science allowed for cycles
of intervention and data collection to check for the effectiveness of the strategies.
Data Collection
The data collection process for this study began in April 2020 and continued
through July 2020. Data collection was impacted by COVID-19 and I made adjustments
to each step of the data collection process due to school closures and the changes in
teacher instructional models. During the time of data collection, all teachers and students
were working from home instead of in the typical school setting, which impacted access
and teacher needs. I collected qualitative data through the review and analysis of agency
records, open-ended surveys, and focus groups. Individual interviews were planned but
not conducted due to school closures and the impacts of COVID-19 on the teachers
participating in the study.
Agency Records. The agency records I utilized for the study included the
Educator Retention and Recruitment Final Report (SCDE, 2019) and the CERRA Supply
and Demand Report (CERRA, 2019). Exit information is provided to CERRA, which
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was used to identify the top reasons teachers reported for leaving the profession in recent
years. Other agency records included National Center for Educational Statistics (2014)
reports regarding teacher attrition and National Education Association (2018) reports
regarding teacher salaries. US Census Bureau records and SCDE active student
headcounts were used to identify needed population and demographic information
(2018). These forms of data were helpful because they provided specific information
pertinent to this study. CERRA reports provide statistics related to teacher attrition in
South Carolina while records from the other agencies provide comparable data for the
United States. The reasonableness and accuracy of each data source was considered
when analyzing the information provided (Hatry, 2015).
Surveys. I used open-ended surveys to gain anonymous feedback regarding
teacher retention needs and administrative support needs. While surveys are typically
quantitative measures, the design of these surveys allowed for open-ended responses and
were qualitative in design (Newcomer & Triplett, 2015). An open-ended survey was
distributed in April 2020 to17,000 teacher members on the SC for Ed Facebook page by a
website link. The data collection window remained open for two weeks, and 96
responses were received, only a few less than the 100 anticipated. Categories in the
survey included: personal information, school information, educational preparation
programs, employment decisions, and factors of influence, challenging factors, and
teacher satisfaction. The SC for Ed open-ended survey was used to gather comparable
data on areas of need and how they relate to the reasons reported by teachers leaving the
profession. After responses were gathered, I disaggregated the data by district, type of
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school, and teacher years of service to determine if these criteria impacted responses.
Survey results were analyzed including all responses but also with the 53 responses from
primary, elementary, and intermediate teachers. This decision was made to see if those
teachers in secondary settings have different or similar areas of need to those in the
elementary grades. Additionally, it was important to survey teachers from across the
state to see how significantly the needs of teachers vary by location. Having data from
across the state provides information on whether interventions implemented can be scaled
across the state or if variations will be necessary in order for them to be considered
effective.
Open-ended surveys were also distributed to former teachers at Cane Bay
Elementary School in April 2020. There were two open-ended surveys created with slight
variations but both allowed for qualitative responses (Newcomer & Triplett, 2015). One
survey was designed to gather feedback from those teachers who are no longer working
at Cane Bay Elementary and one survey was designed to gather feedback from those who
are no longer in the teaching profession. The intention of these anonymous surveys was
to generate a list of needs related to teacher retention, satisfaction, workplace conditions,
and administrative support. Categories included in the survey included: personal
information, educational preparation programs, employment decisions, factors of
influence, challenging factors, and teacher satisfaction. I used personal email accounts
and private messenger options through social media to contact those teachers no longer at
Cane Bay Elementary. A total of 56 surveys were distributed to teachers who have left
Cane Bay Elementary since 2014. 15 past employees were sent the survey for non-
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teachers since the most current information indicated they are no longer teaching. 32 past
employees received the survey for teachers who are still in the profession but no longer at
Cane Bay Elementary. Nine former employees were sent both versions of the survey
since their current teaching status was unknown. The data collection window remained
open for two weeks for both surveys. Responses included 24 former teacher surveys, and
12 non-teacher surveys, which was a 75% response rate for known former teachers and
80% for those no longer teaching.
Additionally, I designed an open-ended survey to seek feedback from current
teachers at Cane Bay Elementary (Newcomer & Triplett, 2015). I used the anonymous
survey to generate a list of needs related to teacher retention, satisfaction, workplace
conditions, and administrative support from those teachers still at Cane Bay Elementary.
Categories included in the survey included: personal information, educational preparation
programs, employment decisions, factors of influence, challenging factors, and teacher
satisfaction. The data collection window remained open for two weeks for this survey as
well, and 30 responses were received for a response rate of 45%. I analyzed responses
based upon grade level, type of teacher, and teacher years of service at the school.
Focus Groups. I conducted three focus groups during June 2020 and July 2020
with current Cane Bay Elementary teachers. Focus groups are similar to interviews but
allow questions to be asked of a group of participants instead of only to one person at a
time. Focus groups provide quality information when participants have similar
experiences as well as when individual participants may be hesitant to respond to
questions (Creswell & Poth, 2018). Due to my being the school principal and direct
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supervisor of those participating in the discussions, it was anticipated that focus groups
would be appropriate for this study and allow for more open discussion. These focus
groups were held virtually due to school closures and safety precautions related to
COVID-19.
Originally, the purpose of the first focus group was to identify teacher needs and
hypothesize what interventions could be implemented by a building level principal to
positively impact teacher satisfaction levels. The plan was to then implement
interventions and meet monthly in follow up focus groups to assess the effectiveness of
the interventions and the PDSA cycles being implemented at Cane Bay Elementary
School. I planned to continue focus groups until redundancy was reached, or when the
“researcher continues interviewing until no new insights are presented” (Krueger &
Casey, 2015, p. 515). The purpose of focus groups in this study was required to be
adjusted however when schools closed in March 2020 due to COVID-19. Select teachers
still participated in focus groups, but questions and discussions were related only to the
needs of teachers and not on the effectiveness of implemented
interventions. Interventions were not possible in between focus groups due to teachers
working remotely during this time. The needs of teachers significantly and swiftly
changed when schools were closed. Teachers were forced to teach students virtually and
work from home instead of in the school building, which presented new teacher needs.
Questions focused on educational preparation, administrative support, working
environments, and educational challenges and needs (see Appendix A).
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Revised focus groups included current Cane Bay Elementary teachers that were
recruited based on their grade levels, content areas, and years of service at the school. I
included a combination of teachers with 1-5 years of experience, 6-10 years of
experience, and more than 10 years of experience as a way to ensure I considered the
needs of new teachers as well as more experienced teachers (see Table 2.1). Participants
included primary teachers, elementary teachers, and special education teachers to ensure
various curriculum needs were considered. Three focus group discussions were held and
each lasted approximately one hour. Six of the teachers participated in all three focus
group discussions. Two teachers participated in only two focus group discussions and
one teacher participated in only one focus group discussion. Questions were posed in
categories to organize the discussion and to allow adequate time for teachers to respond
and give detailed responses. The first focus group discussion focused on educational
preparation, the second focus group discussion focused on administrative support and the
working environment, and the third focus group discussion focused on educational
challenges and needs. Participants provided recommendations that will be used for
principal-led interventions (Krueger & Casey, 2015). Participant permission was gained
and each focus group session was recorded and transcribed.
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Table 2.1
Breakdown of Focus Group Participants
Sessions

Years of Service

Teacher Type
Special

1-5

6-10

More than 10

Primary

Elementary

Education

1

3

2

3

4

3

1

2

2

2

3

3

2

2

3

3

2

3

3

3

2

Interviews and the COVID-19 Pandemic. Semi-structured interviews were to
be conducted following focus group discussions. Semi-structured interviews were going
to be used to allow for open-ended questions and opportunities for follow up questions to
better understand reasons for teacher responses (Adams, 2015). Interviews were not
conducted during this research study due to the significant changes that schools and
teachers were faced with because of COVID-19. The COVID-19 pandemic impacted the
operation of schools across the country in March 2020. In South Carolina, Governor
McMaster signed an executive order into effect on March 15, 2020 that directed the
closure of all public schools in the State of South Carolina beginning Monday, March 16,
2020 (Exec. Order No. 2020-09, 2020). Teachers at Cane Bay Elementary began
working from home immediately. They were forced to change their instructional
strategies and methods overnight and present instructional lessons through Google
Meets. All assignments had to be converted to electronic versions and be distributed

32

through Google Classroom and SeeSaw. Some students did not have access to
technology at home so teachers helped distribute work and Chromebooks to students to
ensure instruction could continue. Because of the drastic changes experienced by schools
and teachers during the start of the pandemic, the structure of this research study
underwent changes as well.
School resumed for the 2020-21 school year on September 8th, with some
students returning to the brick and mortar traditional setting and others returning through
a virtual, or blended distance learning pathway. Teachers at Cane Bay Elementary began
the school year teaching both traditional students and blended distance learning students
simultaneously. It was decided that interviews would be suspended to eliminate the
possibility of additional stress on teachers at the beginning of the year and also because it
is anticipated that teacher responses would vary greatly from that from other data
sources. Teacher needs have greatly changed in a short amount of time and are now
different than those presented through the open-ended surveys and through the focus
groups.
Data Analysis
I conducted data analyses in stages, beginning with analysis of the open-ended
survey results. Questions included in each survey were categorized to more easily
identify teacher needs. The analysis of survey data resulted in the identification of
several themes, which will be used to explain the findings. Survey results provided
feedback in educational preparation needs, types of administrative support, relationships
that positively influence teachers, positive working environments, difficult aspects of
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teaching, and ways to decrease challenges. Each category was further analyzed to
identify teacher needs and to determine what interventions would best be able to meet the
varied needs of teachers.
I compared the open-ended survey results to the CERRA Supply and Demand
report to determine similarities and differences. I used enumerative methods to express
the findings from the CERRA data and results from the open-ended
surveys. Enumerative methods focus on categorizing qualitative materials so that they
can be analyzed quantitatively,” (Goodrick & Rogers, 2015, p. 566). These data results
were organized into tables that easily identify commonalities and areas for intervention
implementation. I then used the findings from the first stage of analysis to develop focus
group questions.
In the second stage, I used qualitative data analysis to code and categorize focus
group transcripts. Coding consists of “reducing the data into meaningful segments and
assigning names for the segments” (Creswell & Poth, 2018, p. 183). I used a deductive
approach to coding, based on my theoretical framework, survey data, and literature
(Creswell & Creswell, 2018). I developed a codebook prior to conducting focus groups
using the deductive approach (Creswell & Cresswell, 2018). While I found I needed to
include some inductive or emergent codes (Creswell & Poth, 2018), most codes were
predetermined due to content knowledge gained from research. These processes allowed
for trends to be identified and would have assisted with PDSA cycles to be continued or
revised to impact greater change. Focus group data is descriptive, thus descriptive
methods allowed information to be summarized so that data could be compared and
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contrasted (Goodrick & Rogers, 2015). I used data triangulation to compare findings
across agency data, surveys, and focus groups. Similarities in the results, as well as
divergent results, are reported in the following chapters. All data sources were utilized to
guide the PDSA cycles throughout the research study. I used data checks as a common
practice throughout the research process to ensure findings were accurate and
trustworthy. I selected a written representation of the data, and used member checks with
focus group participants (Creswell & Creswell, 2018). I will complete a second member
check when findings are shared with the Human Resources Department of Berkeley
County School District. Data checks allowed for accuracy and completion of data,
leading to greater evidence of validity (Hatry, 2015).
Focus group questions were categorized similarly to survey questions. Areas of
interest included educational preparation programs and needs, types of administrative
support, relationships that positively influence teachers, positive working environments,
difficult aspects of teaching, and ways to decrease challenges. Categories were divided
up for each focus group discussion to allow adequate time for teachers to respond and
give detailed responses. The first focus group discussion focused on educational
preparation, the second focus group discussion focused on administrative support and the
working environment, and the third focus group discussion focused on educational
challenges and needs. Each discussion lasted approximately one hour and all participants
answered questions and shared their thoughts and feedback. Participant responses were
analyzed to identify teacher needs and to determine what interventions would best be able
to meet the varied needs of teachers.
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Positionality Statement
As the principal of Cane Bay Elementary, I understand that participants may have
presented with hesitation during the data collection process. Participants may have not
been completely forthcoming with responses, since many are currently employed
teachers. While this does present a limitation, it also allows for a deep understanding of
previously implemented strategies. This axiological assumption is important to note as I
have served as the principal for six years (Creswell & Poth, 2018). As the current
principal, I am aware of what has or has not been implemented in the past and also
understand that being positioned in the school as a supervisor may impact responses.
Interviews and focus groups were the methods of collection and analysis used (Creswell
& Poth, 2018). Participants were made aware that surveys were anonymous and no
identifiable data was collected. No questions were marked as required so participants
were able to leave questions blank if they chose. Teacher participants were asked to
consider participating because of their experiences as a teacher and to answer honestly
and completely. Focus group participants received an interest flier that stated
participation was voluntary and discussions would remain confidential. Consent for
participation reiterated that participation was voluntary and that if they declined the
request or chose to stop participation there would be no form of punishment. Participants
were presented with the risks and discomforts and it was explicitly stated that participants
could refuse to answer or leave the discussion at any time if uncomfortable with no
penalty.
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The data collected during this study provides feedback to administration on the
needs of teachers and suggested strategies found to be meaningful in supporting
teachers. The intent is that the data will be transferable to other schools locally and in the
state. Themes emerged through the literature review that were used to generate
questions and gain feedback directly from teachers. Teachers reported areas of concern
through open-ended surveys and through focus group discussions. Topics included
educational preparation, administrative support, relationships, and the working
environment, difficult aspects of teaching and overall challenges. The data collected was
analyzed to identify interventions that can be implemented during the act cycle of
improvement science to better support the needs of teachers in order to increase teacher
satisfaction and retention.

37

CHAPTER THREE
FINDINGS
In this study, it was important to identify the needs of teachers and identify ways
to improve teacher satisfaction and retention rates. The purpose of this research study was
to determine what administrative supports and school-level interventions could best
support teachers and positively impact teacher retention. As a building level principal, I
have the fortunate advantage that I can implement strategies to positively impact teacher
satisfaction levels and assess effectiveness. After conducting open-ended surveys and
focus group discussions, I analyzed results to determine what administrative supports and
interventions are needed by teachers. In my analysis, I identified two key findings. First,
there are specific aspects of teaching that increase difficulty and elevate stress for
teachers. Second, there are administrative responses that can support teachers and
positively influence teacher satisfaction. In the next section, I will discuss each key
finding in more detail.
Aspects of Teaching that Increase Difficulty and Elevate Stress for Teachers
The first key finding is that there are specific aspects of teaching that increase
difficulty and elevate stress for teachers, which in turn affect retention. Factors reported
by SC for Ed teachers were extensive, but frequent responses were related to a lack of
administrative support, student behaviors, salary for teachers, and a lack of preparation
from educational programs. Those factors reported most frequently by Cane Bay
Elementary teachers were having a lack of time, salary, expectations of teachers, a lack of
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preparation from educational programs, and caseloads or class sizes. The factors reported
by teachers at Cane Bay Elementary and across the state will be further analyzed in order
to identify how each impacts the daily work of teachers in South Carolina and makes
their work challenging.
Lack of Administrative Support
Nearly half of the SC for Ed teacher responses expressed a lack of administrative
support as a difficult aspect of teaching. When compared to current Cane Bay Elementary
teachers, only seven percent of teachers gave the same response. While these results are
positive for Cane Bay Elementary teachers, 33% of former Cane Bay teachers who are no
longer teaching and 25% of those who have transferred to other teaching positions
reported a lack of administrative support as a difficult aspect of teaching (see Table
3.1). It can be hypothesized that teachers who felt there was a lack of administrative
support left Cane Bay Elementary and those who do feel supported have
remained. Focus group participants were asked about administrative support and it was
identified as a factor able to positively influence teacher satisfaction; therefore, this factor
is discussed in more detail in the next section.
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Table 3.1
Difficult Aspects of Teaching and Contributors to Stress
SC for
Ed

Current CBE
Teachers

Former CBE
Teachers

Former
Teachers

0

21

5

8

Expectations
Lack of Administrative
Support

21

14

22

8

44

7

25

33

Lack of Time

6

24

39

50

Number of Meetings

4

17

4

33

Parents

22

14

0

25

Salary

28

55

5

42

Student Behaviors

36

14

13

33

Categories
Caseload and Class
Sizes

Student Behaviors
Student behaviors was an area of concern reported by 36% of SC for Ed
teachers. One teacher best described this as “students who simply don’t care about
following directions or treating other people with basic respect.” When Cane Bay teacher
responses were compared it was noted that only 14% of current teachers shared that same
concern but 33% of former teachers and 13% of those who have transferred reported
student behaviors as a contributing factor. 25% of SC for Ed teacher responses reported
that their educational preparation program did not prepare them for behavior management
and 22% of Cane Bay Elementary teachers stated the same (see Table 3.1). During focus
group discussions, one participant shared, “I know for me, what I learned in college
really didn’t prepare me for behavior.” Other participants shared a need for behavioral
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consistency. “So having very clear and consistent expectations inside of a system schoolwide,” was mentioned as beneficial by one teacher, and another shared “consistency
across the board just really helps, especially a new teacher.” Administrative support for
student behaviors and interventions will be addressed in more detail in the next section.
Salary
Salary was reported by 28% of SC for Ed teachers as a difficult aspect of
teaching. This was reported by a greater percentage of Cane Bay teachers. 55% of
current Cane Bay teachers and 42% of teachers who have left teaching reported salary as
a major factor (see Table 3.1). Because salary was a concern reported across all groups
on the different surveys, further questioning was conducted during focus group
discussions. Participants were asked to discuss salary and concerns were related to the
expectations placed on teachers in relation to salary. One teacher shared, “For me it's the
amount of hours that you're actually putting in. It's not an 8 to 4 job at all.” She later
stated, “I care so much and am putting in all this time and not spending time with my
family and then you get paid nothing.” As the discussion continued, participants shared
that their spouses and friends often make more money and take home less work. One
teacher described how teaching is not the only responsibility of a teacher and she
discussed the impacts of those tasks:
Teaching is one of the only jobs where you actually don't get to work while you're
at work. So while we're at work we're teaching the kids, but there is still the
before the kids come writing, the lesson plans, grading the papers, contacting
parents. None of those things happen during the contracted hours. So it's like
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you're paying me to work for the contracted hours but all the things you're asking
me to do are outside of those hours and there's no jobs like that.
While school level principals do not have influence on teacher salary, it is important to
note those factors reported as concerns in relation to salary. Salary is a concern because
of the expectations placed on teachers and the heavy workload that teachers are
assigned. A recommendation is that a task force work to research and implement a
competitive teacher salary to retain and attract teachers to our state.
Lack of Preparation from Education Programs
When asked to reflect on educational preparation programs, 33% of all teachers
surveyed reported that their program only somewhat or did not prepare them for
teaching. Teacher responses expressed a need for better preparation in behavior
management (as noted above), as well as special education, parental involvement, and
content and application, which refers to what teachers are expected to teach and how they
are expected to teach it to their students. Other responses expressed a need for additional
time in the classroom to prepare for teaching and to gain a better understanding of the
realities of teaching.
Additional time in the classroom was reported as a need by 22% of elementary
teachers on the SC for Ed survey when reflecting on their educational preparation
programs and 17% of Cane Bay teachers reported the same. 16% of SC for Ed teachers
reported that programs should better prepare teachers for the realities of the teaching
profession. 17% of Cane Bay teachers reported the same (see Table 3.2). One SC for Ed
participant explained that, “More hands-on experience and not just learning from a
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textbook” would have been beneficial. Similar responses were gained from current and
past teachers at Cane Bay Elementary, such as the former teacher who explained “A
realistic look at workload and expectations and ways to manage the work home balance”
would have provided better preparation. One teacher explained that while student
teaching is a common practice it does not always prepare teachers for the reality of the
profession. “I know we student teach but that’s fake.” She explained that “Just the
reality that it is long hours when you first start off because you don't really know what
you are doing and the hours, the hours. I don’t think I understood how many hours
teachers really put in.”
Table 3.2
Percentage of Educational Preparation Program Needs

Needs

SC for Ed

SC for Ed Elementary

CBE

Additional Time

20

22

17

Behavior Management

25

28

22

Content and Application

13

24

26

Reality of Profession

13

16

17

26% of Cane Bay Elementary surveyed teachers reported the greatest area of need
for educational preparation programs is additional support in content and
application. This same need was identified by only 13% of teachers on the SC for Ed
survey. When the results from the SC for Ed survey were further disaggregated and
elementary responses were reviewed separately, content and application needs were
identified by 24% of teachers. A teacher’s self-efficacy and confidence in instruction may
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impact these percentages as well (Yoo, 2016). One Cane Bay Elementary teacher
suggested that “More training that pertains to application of the material and standards”
would have improved the educational preparation program. It can be hypothesized that
secondary education programs have a greater focus on content due to the nature of their
programs, where elementary programs do not, as these programs focus on teachers as
generalists.
Focus group participants agreed that educational preparation programs did not
fully prepare them in regards to content and application. One teacher reported that the
work conducted in Professional Learning Communities (PLCs) is supportive of content
needs. “We have been pulling apart a lot of the standards, which helps with the content
and teachers know what is expected of them…” Another teacher shared a different
opinion regarding PLC meetings. “I think they’re [PLCs] not effective and I think I don't
learn anything from them. So if PLCs were structured in a way where I felt like I was
learning I wouldn't feel like I was in too many meetings.” Other forms of professional
development were discussed and participants shared that trainings related to current
instructional strategies has been more beneficial than some of their coursework
trainings. “A lot of the things I learned I don't remember. I don't use any of it. . . . I took
some trainings and that is how I trained my brain on how to teach math.” The use of PLC
meetings to address content needs and offer professional development to teachers will be
further discussed in the next section.
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Expectations for Teachers and a Lack of Time
Having a lack of time for the responsibilities teachers have been assigned was
reported by 24% of current Cane Bay Elementary teachers. This was also a frequent
response for former Cane Bay teachers. 50% of teachers who have left the profession
reported a lack of time as a major contribution to their stress as teachers. Only 6% of SC
for Ed teachers reported a lack of time as a concern. Overall expectations for teachers
was reported by 21% of SC for Ed teachers and was reported by 24% of current Cane
Bay Elementary teachers (see Table 3.1). Focus group discussions provided a deeper
understanding of the expectations placed upon teachers and the lack of time available to
teachers to complete their job responsibilities. Participants explained that one of the great
concerns is the lack of time provided to complete the many tasks required and that there
is a high volume of meetings required of teachers. One teacher reported that she spends
countless hours outside of the school day in IEP meetings or planning for
instruction. Participants discussed how many planning periods are spent in meetings,
such as PLC meetings and IEP meetings. A special education teacher shared the
difficulties experienced by special education teachers specifically:
In special ed, your whole world is spent in meetings that you have to have the
paperwork already done in advance for. But your planning period is spent in a
meeting. So the only time to do the IEP is at 9pm at night at home.
Additionally, teacher participants shared concerns related to lesson plans and the amount
of time required. “I spend so much time planning out what I would like to do and how
it's going to look visually. … You spend all that time doing that and then you have to
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write it out so somebody else can see it.” Administrative support for teachers related to
work loads and responsibilities will be addressed in more detail in the next section.
Caseloads and Class Sizes
Additionally, a high percentage of teachers at Cane Bay Elementary reported
caseloads as a difficult aspect of teaching. One teacher stated, “It is difficult to get
specific data on every student because of class size and time.” Another reported “Class
size [is difficult] which often hinders my ability to reach each child.” Former Cane Bay
Elementary teachers also reported concerns with school and class sizes. One former
teacher reported that the student to teacher ratio made teaching difficult while another
reported that working on a large grade level made teaching difficult. Class size was not a
concern reported by SC for Ed teachers. I believe this is evidence of how rapidly Cane
Bay Elementary is experiencing growth and how often current teachers receive new
students.
Cane Bay Elementary is located in Cane Bay Plantation, which is one of the
nation’s fastest growing communities. In 2020, Cane Bay experienced a 59% increase in
home sales, placing it seventh on the top-selling master planned communities in the
country (Logan & Pischke, 2021). Due to the high volume of new homes in the
community, there has been a consistently high volume of student registrations. While
teacher caseloads have matched those of the district and state at the start of a school year,
the school has experienced continuous growth throughout the year, creating large class
sizes. In 2020, with the help of district level administration and the Berkeley County
School District Board of Education, a capacity restriction was implemented for Cane Bay
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Elementary that began with the 2020-21 school year. The implementation of the capacity
restriction has slowed the growth experienced by the school and teachers and has been an
effective intervention. It can be hypothesized that student caseloads and class sizes
should no longer be an additional aspect of difficulty experienced by Cane Bay
Elementary teachers.
Overall, data from surveys and focus group discussions supports that there are
specific factors that most negatively impact teachers and make the position more
difficult. A lack of administrative support and negative student behaviors were
frequently reported as contributors to stress by SC for Ed teachers. Having a lack of
time, high caseloads, and the overall expectations for teachers were reported as negative
factors experienced by Cane Bay Elementary teachers. Both salary and a lack of
preparation from educational programs were reported by all teacher groups as negative
impacts on the satisfaction level of teachers. The implementation of strategies to address
these aspects of teaching will be further discussed in the next chapter.
Supportive Measures to Positively Influence Teacher Satisfaction and Address
Challenges
Administrative support is an area highly researched in education and many studies
have found that administrative support is one of the largest factors in teacher retention
(e.g., Boyd et al. 2011; Brown & Wynn, 2009; Ingersoll, 2003; Mancuso et al., 2011;
Player et al., 2017; Urick, 2016). Data analysis of my survey results identified the need
for strong administrative support, supportive working relationships, and a positive

47

working environment. Administrative support reported as most beneficial included
trusting, supportive, positive, encouraging and personal. Teachers reported that
administrative support is most beneficial when it is assisting with student behaviors,
parents, and challenges. Social relationships and relationships with colleagues were both
identified as beneficial for teachers (Kapa & Gimbert, 2018; Kelchtermans, 2017) and as
a contributing factor in establishing a positive working environment. Each of these
supportive factors will be further analyzed in the following section.
Administrative Support
Trusting and supportive were two words often reported when survey respondents
were asked to describe the type of administrative support they found beneficial. 32% of
SC for Ed teachers reported the importance of a supportive or trusting
administrator. 60% of elementary SC for Ed teachers and 45% of Cane Bay Elementary
teachers reported this as well (see Table 3.3). Additionally, former Cane Bay Elementary
teachers were asked the impact administration had on their decision to leave the
school. 42% of those teachers no longer teaching and 33% of those who have transferred
reported that administration mostly or completely contributed to that decision. These
results provide important information regarding the importance of administrative support
for teachers.
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Table 3.3
Types of Beneficial Administrative Support

Supports

SC for Ed

SC for Ed Elementary

CBE

Assist with Behaviors

22

21

17

Assist with Parents

19

21

10

Trusting

18

29

14

Additional feedback and specific teacher responses related to administrative
support further solidifies the importance of a trusting and supportive administrative
relationship. One teacher stated, “Allowing us at the end of the day to do what we think
is best for the specific kids in our class and supporting whatever decision we choose to
make” is most beneficial. Another teacher reported that having administration that listens
to concerns and tries to help find solutions is helpful. Another teacher stated that being
able to discuss matters with administration and being able to trust administrators is
important. Each of these responses provides a visual and supports the data that having
administers who trust and support teachers is important for the satisfaction of teachers.
Support with Student Behaviors. SC for Ed survey results showed that 22% of
teachers reported administrative support with student behaviors as being most
beneficial. When the survey results were further analyzed to only include those teachers
from primary, elementary, and intermediate schools, so that the grade levels more closely
aligned with Cane Bay Elementary grade levels, the percentage dropped to 15%. 17% of
teachers at Cane Bay Elementary reported assistance with behaviors as a beneficial
means of administrative support (see Table 3.3).
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During focus group discussions, it was explained that when dealing with unsafe
student behaviors, it is helpful to have an administrator who is able to deescalate the
student or remove the student from the situation. A special education teacher participant
shared that she often hears from newer teachers that students do not receive
consequences, which creates frustration in teachers. She shared, “That's an area I see
where people feel unsupported, but then I try to explain that’s not necessarily what is
going to help the kid; to punish them.” A suggestion was for administrators to
communicate with teachers regarding the disciplinary actions or consequences students
receive when they are removed from the classroom. “I think what I hear from a lot of
people is that nothing happened to that kid. So they feel like no one's supporting them
because nothing happened.” In order to provide better communication to teachers, one
participant suggested, “Sometimes a teacher is not comfortable saying things like “What
happened? What happened after you left the room? Maybe y'all could have a
conversation with the teachers afterwards.” Intervention suggestions for school
principals to support teacher needs for student behavior and discipline will be discussed
further in the next chapter.
Support with Parents. Administrative support with parents was reported as
beneficial support by 19% of SC for Ed teachers, 21% of elementary SC for Ed teachers
and ten percent of Cane Bay Elementary teachers. Focus group participants were also
asked how administrators can support teachers with parents. Only 14% of Cane Bay
Elementary teachers reported parents as a concern on survey data but 22% of SC for Ed
teachers reported that parents contributed to their stress as teachers (see Table 3.3). It is
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not uncommon for teachers at Cane Bay Elementary to seek assistance from
administration in regards to parents so it was important to see what forms of
administrative support would be effective. One teacher explained that it would be helpful
to support new teachers and those new to Cane Bay with understanding the involvement
level of parents:
I think something pertaining to our school, I came from a school where there was
no parent involvement and coming to Cane Bay where parents are overly
involved, I think helping new teachers, even new teachers to Cane Bay, on how to
deal with parents that think their child can do no wrong.
Another teacher expressed frustration with parents going to a principal before going
directly to the teacher for questions and support, “If there is a way where parents will feel
more comfortable coming to us first instead of them feeling more comfortable coming to
y'all.” Another teacher explained, “So I think the parents need to know that they come to
the teachers first because we're the best resource for them, not necessarily admin
sometimes.” One teacher admitted that she is not sure if parents are already encouraged
to go to teachers first because it takes place behind the scenes. The focus group
participants discussed that administrators can support teachers by communicating openly
with them when they are contacted by parents and by asking parents to first speak with
teachers regarding their questions and concerns.
The importance of administrative support was identified through survey data and
focus group discussions. Administrative support in the form of a trusting relationship and
by providing assistance with difficult student behaviors and parent concerns were found
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to be most beneficial. Other characteristics found to support teachers include
administrators who are trusting, supportive, positive, encouraging and
personal. Interventions and strategies to best support teachers with student discipline and
parents will be further discussed in the next chapter.
Supportive Working Relationships
Survey questions were generated to identify the types of relationships found to be
most beneficial for teachers. Teachers were asked to identify the type of relationships
that most positively influence and support them. Grade level and content teams,
instructional coaches, administration, coworkers, parents, and students were all
identified. 40% of all SC for Ed teacher participants reported that their grade level and
content teams were influential to their teaching, while 53% of the elementary SC for Ed
teachers reported the same thing. 36% of all SC for Ed teacher participants reported that
their administration is a support, while 33% of elementary SC for Ed teachers reported
the importance of a supportive administration (see Table 3.4). Only a four percent
difference was noted between the influence of grade level and content teams and
administration when all SC for Ed teacher participant responses were analyzed but a 20%
difference was noted when only elementary teacher results were analyzed. This data
shows that the elementary teacher participants rely on their teams more heavily than
those in secondary schools. The more generalized category of coworkers was also
identified as a common response on each survey. 28% of teachers on the SC for Ed
survey reported coworkers as supportive and 26% of elementary SC for Ed teachers
reported this.
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Table 3.4
Relationships That Positively Influence Teachers

Positive Relationships

SC for Ed

SC for Ed Elementary

CBE

Grade or Content Team

40

53

43

Administration

36

33

25

School Coworkers

28

26

21

Cane Bay Elementary participant responses were comparable to those of
elementary teachers across the state. 43% of the Cane Bay Elementary participants
reported their grade level teams as being a supportive need and 25% of them reported
administration as an influence. 21% of Cane Bay teachers reported support from
coworkers as a form of support. One Cane Bay Elementary teacher reported that,
“Having a strong grade level team is the best asset since these are the people you are
working with the most.” Similar feedback was received from teachers on the SC for Ed
survey. One stated, “My relationships with my fellow teammates. I have had teammates
that can make or break experiences. Without a team that works together the relationship
with the school and students suffer.”
At Cane Bay Elementary, teachers work in Professional Learning Communities
(PLCs). These teams support the content and application needs of teachers and help
guide instructional practices. PLC teams are grade level teams that analyze content
standards, generate block and sequence documents, write assessments through a
backwards design, and analyze student performance data. PLC teams work together
weekly and ideally will have shared values and trusting relationships. One Cane Bay
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Elementary teacher reported on the survey that teachers should be on PLC teams with
teachers they have similar teaching styles. One teacher described her experience with
Cane Bay Elementary PLCs during a focus group discussion, stating, “In our PLCs, that
is the one time a week all nine of us sit down, get along, mesh well together, and really
hash out things as a team.” Another explained, “Being a part of that discussion and
conversation. That builds that community feeling.” Additional questions were asked
during focus group discussions so teachers could better elaborate on their needs related to
supportive working relationships and to learn how school principals can best support
these necessary relationships. It was explained that having a team that is collaborative
and encouraging is important to combat the daily challenges of being an educator.
Positive Working Environment
Supportive working relationships and a positive working environment were both
factors reported as impacting the overall satisfaction of teachers. Literature has shown
that administrators have the ability to influence teacher satisfaction (Boyd et al., 2011;
Brown & Wynn, 2009; Burkhauser, 2017; Urick, 2016). The analysis of survey data and
focus group discussions shows that supporting relationships between colleagues is an
important task and that a building principal can positively influence the working
environment by selecting employees in such a way that teams are strategically created
and established.
When questioned about what makes the working environment positive, responses
included contributing individuals and characteristics of environments. Specifically,
responses related to contributing individuals included colleagues, administrators,
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students, parents, and grade level and content teams. A Cane Bay Elementary teacher
reported, “The communication between administration and staff, the collaboration and
support of staff, and our amazing students makes Cane Bay Elementary the best place to
work!” A former Cane Bay Elementary teacher also reported about the impacts of a
school team, “My team was fantastic! Everyone helped each other and were easy to talk
to if a problem arose.” While many Cane Bay teacher participants reported positive team
relations, one teacher provided feedback about when connections are not as
positive. “It’s ever changing. There’s good and bad, but if you stay a bit, the bad
leaves.” 43% of current teachers report that their grade level teams positively influence
them as teachers, which suggests the importance of collaboration amongst teams and
intentional team building from school administration.
Characteristics reported by teachers included trust, flexibility, collaboration, and
open communication. One Cane Bay teacher reported that being trusted makes Cane Bay
Elementary a positive working environment while another reported being able to trust
administration is important. One respondent stated, “The communication between
administration and staff, the collaboration and support of staff, and our amazing students
makes Cane Bay Elementary the best place to work!” Responses to this survey question
aligned well with the responses given for the relationships that best support
teachers. Respondents on both the SC for Ed survey and current Cane Bay Elementary
teachers survey reported that a positive working environment is twice as likely to be
influenced by colleagues than by administrators. 42% of SC for Ed responses identified
colleagues as a positive influence and 24% identified administration. 41% of Cane Bay
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teachers reported colleagues as having a positive impact on the working environment and
21% reported the same impact by administration. A larger percentage of Cane Bay
Elementary teachers reported students as a positive influence on the working
environment than teachers that responded on the SC for Ed survey. 17% of Cane Bay
teachers recognized students as contributing to the positive environment while only 8%
of teachers on the SC for Ed survey responded the same.
When survey data was analyzed, both staff relationships and characteristics of a
positive working environment were identified. Colleagues, administration, and grade
level and content teams were all suggested as impacting the working environment. Focus
group participants were asked to describe ways a school principal can assist with
establishing these positive staff relationships and a positive working environment. One
participant shared her beliefs regarding hiring practices, which are controlled by the
school principal. “So I think the hiring process is huge because you have to think about
who has common teaching styles; who might clash on a team. That can make or break
who stays at a school or whether they leave.” As a school principal, this reiterates the
importance of hiring teachers for teams that have similar teaching philosophies and
abilities to collaborate with each other. Further discussion about relationships brought up
the need for connections with other teachers on their teams but also relationships across
the school. “I feel like if you have a better relationship with the grade below you and
above you, you know what expectations to come in with and what you want your kids to
leave with.” Another teacher agreed that having a principal prioritize relationships across
grade levels would be beneficial. Suggestions for intervention implementation to best
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support positive relationships and a supportive working environment will be further
discussed in the next chapter.
The purpose of this research study was to determine administrative supports and
school-level interventions that can best support teachers and positively impact teacher
retention. After thorough data analysis, I was able to identify two key findings. First,
there are specific aspects of teaching that increase difficulty and elevate stress for
teachers. Examples of these barriers include a lack of administrative support, student
behaviors, salary, a lack of preparation from educational programs, and the expectations
placed on teachers. Second, there are administrative responses that can support teachers
and positively impact teacher satisfaction. Administrative support with students and
parents, supportive working relationships, and a positive working environment can each
positively impact teacher satisfaction. In the next chapter, I will discuss the
implementation of interventions that can best support these findings.
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CHAPTER FOUR
IMPLEMENTATION
The final stage of improvement science includes implementing actions and assessing
effectiveness. A researcher tests theories, makes necessary adjustments and implements
change to improve practices during this stage. Langley et al. (2009) explained that
improvement happens from action and designed a model for improvement that can be
implemented after answering three important questions:
1. What are we trying to accomplish?
2. How will I know that a change is an improvement?
3. What changes can we make that will result in improvement?
After answering these questions, improvement science can be implemented with multiple
PDSA cycles (Langley et al., 2009, p. 24).
The purpose of this improvement science research study was to determine
administrative supports and school-level interventions that can best support teachers and
positively impact teacher retention. Through open-ended surveys and focus group
discussions, I identified teacher challenges, as well as administrative response
interventions that can be implemented to support teacher needs. Due to complications
created by COVID-19, however, the implementation of interventions was significantly
impacted. In this chapter I will discuss my key findings and recommendations of planned
interventions. Additionally, I will address research questions and the limitations faced
during research and the implications for future studies.
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Impacts of COVID-19
I experienced significant challenges and necessary changes during this research
study due to the impacts of COVID-19 on schools. The Clemson Institutional Review
Board approved this study on February 27, 2020 and South Carolina’s Governor
McMaster announced the closure of all schools in March 2020. Teachers across the state
and at Cane Bay Elementary were immediately required to teach remotely and all public
school students became virtual learners. Schools remained closed for the remainder of
the 2019-20 school year and the level and type of support teachers needed changed
dramatically. Most students at Cane Bay Elementary had access to a school issued
electronic device but not all of those had adequate access to the internet. No kindergarten
students at Cane Bay Elementary had school issued devices so teachers in that grade level
could not implement the same instructional strategies those in other grade levels were
planning. Teachers helped with the distribution of devices and hotspots but also paper
packets of work for those students unable to complete assignments
electronically. Questions arose quickly related to how to grade students who were
completing different assignments or not completing assignments at all. Teachers needed
help answering questions about how to hold students accountable for participation and for
assignments. Some students did not engage in any lessons and teachers were unable to
communicate with them or their parents during the closing. The position schools were
placed in due to COVID-19 and school closures were unprecedented and decisions
regarding how to address those situations had to be made quickly.
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As the 2020-21 school year approached, school districts across the country had to
decide how instruction would continue for students. Many schools remained closed and
instruction continued virtually. Others provided instruction through a hybrid model or
through part time attendance. Governor McMaster and Molly Spearman, our State
Superintendent of Education, encouraged schools in South Carolina to provide face to
face instruction for students. Berkeley County School District provided two options of
instruction for elementary students. Students could return traditionally five days a week
or remain at home and participate in Blended Distance Learning (BDL). Those students
who participated as BDL students are required to participate in live instruction for the
entirety of the school day.
As teachers prepared for the 2020-21 school year, Cane Bay Elementary teachers
were told they would need to teach both pathways simultaneously. Instructional practices
had to change to allow for both pathways of students. Teachers had to implement
protocols for social distancing, face coverings, and cleaning to protect individuals in the
traditional setting. Teachers had to also learn how to use new technology platforms to
provide live instruction to BDL students and provide them access to instructional tools
and materials. Due to the numerous changes teachers experienced in relation to COVID19, it was clear that the previously identified needs of teachers remained but additional
and newly identified needs arose for teachers during this global pandemic. Open-ended
surveys and focus group discussions were conducted and analyzed and administrative
interventions were identified, but the implementation of interventions were halted due to
the drastic changes that teachers experienced due to the pandemic. This significant
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change also left one research question unanswered; to what extent were job satisfaction
levels impacted by the implementation of interventions?
Interventions were not initiated because of the difficulties teachers experienced at
the beginning of the 2020-21 school year. In order to assess the effectiveness of
interventions, progress monitoring would have been required. Additional focus groups or
interviews would have required additional time from teachers. Due to the various
changes teachers experienced at the start of the school year, I determined that monitoring
the progress and effectiveness of interventions was not possible. As a researcher, I
understand the importance of cycle implementations, but as a practitioner and as the
leader of the school, this decision was necessary and appropriate due to the implications
of COVID-19 and the crisis mode under which we were functioning.
Intervention Recommendations to Positively Influence Teacher Satisfaction and
Retention
This section will focus on the recommended interventions for school principals to
positively impact teacher satisfaction and retention and answer the overarching research
question. These intervention suggestions are categorized based on the key findings
identified. Interventions will address the aspects of teaching that increase difficulty and
elevate teacher stress as well as the supportive measures that teachers report they
need. Barriers identified were a lack of administrative support, student behaviors, salary,
a lack of preparation from educational programs, and the expectations placed on teachers
(see Chapter 3 for more). Administrative responses of support include support with
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students and parents, supportive working relationships, and a positive working
environment (See Chapter 3 for more). Identified interventions of support include
behavior management training for teachers, including de-escalation training, and open
communication related to behaviors. Additionally, interventions should include
increased mentorship opportunities and flexibility for teachers in regards to requirements
such as lesson planning and content and application. Interventions should be
implemented to increase opportunities for teacher praise and team building. Intervention
suggestions will be further explained in this section.
Administrative Support with Student Behaviors
Survey and focus group participants were asked to identify how school level
administrators are able to support teacher needs. One major finding was that teachers
have a need for better preparation in behavior management and that school principals can
better support teachers with behavior management and student discipline (Burkhauser,
2017). A school principal is unable to make direct impacts on educational preparation
programs but can provide support to teachers, both new and experienced, that can
supplement what was learned in educational programs. A suggested improvement
intervention is direct training in behavior management specific to school
expectations. Most schools have specific behavioral expectations for students and it is
important to provide training to teachers new to the school on what the expectations are
and how to best implement and adhere to those with students. This recommendation is
supported by existing research, however these studies focused on multiple working
conditions and not just behavior management support (Geiger & Pivovarova, 2018; Kapa
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& Gimbert, 2018; Wienen et al., 2018). Based on teacher feedback, my study suggests a
unique approach and suggests this support is most effective if provided through
observational feedback and discussion based opportunities. School principals should
explicitly state the school’s behavioral expectations for students, observe the
implementation of behavior expectations by teachers, and provide feedback to teachers
through post conference opportunities.
School principals should schedule post conferences with teachers in order to open
lines of communication related to student behavior and discipline. This intervention will
ensure teachers are better informed about outcomes. A common practice is for
administrators to remove students from classrooms and address behaviors through
disciplinary actions. The teacher participants in this study explained that oftentimes they
are not notified of what consequences are implemented with students. School principals
should schedule follow up conversations with teachers when students are removed for
disciplinary action. This practice is unconventional but this intervention will ensure
teachers are better informed and have an opportunity to participate in the decision making
process related to student discipline.
Finally, I recommend training all teachers in de-escalation strategies. This form
of training utilizes research-proven strategies to help students decrease their levels of
frustration or anxiety. My recommendation is supported by research but most previous
studies have utilized these programs with teachers who instruct students with
disabilities. My study recommends a different approach to the use of de-escalation
strategies and programs to include all teachers (Couvillon et al., 2019; Verret et al.,
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2019). Teachers who are trained in these strategies can implement them with students and
better manage student discipline situations without the need of administration. A special
education teacher participant suggested having additional teachers, especially general
education teachers, participate in verbal de-escalation training. “That whole de-escalation
piece is where the connections are made with kids ... the teacher feels a little more
empowered when they get the opportunity to de-escalate or to go through that processing
piece after the event.” She explained that the verbal de-escalation techniques learned
gives insight into behaviors and patterns of behaviors that can be helpful. I suggest
school principals can help teachers build stronger relationships with students and support
behavior management needs by implementing this intervention.
Key findings support that school principals can better support teachers through
behavior management interventions. Interventions include providing explicitly stated
behavior expectations for students, opening lines of communication through the use of
observation feedback and post conferences, and having teachers participate in deescalation training. These interventions will ensure teachers are informed about student
expectations and feel supported with enforcing expectations. Additionally, I believe
these interventions will help teachers better respond to student behaviors and build
relationships with students in times that behaviors must be addressed.
Administrative Support with Parents
A second major finding is the importance of administrative support with
parents. I found that teachers experience additional stress due to demands brought on by
parents and when parents contact administrators about their concerns. One teacher
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suggested “giving teachers the tools to deal with parents” while another stated, “it is
about building relationships and being upfront and having an open line of communication
from day one.” It is suggested school principals establish an expectation with parents
that they present their questions and concerns to teachers prior to contacting
administrators. Parental involvement in schools is supported by existing research, (Strier
& Katz, 2016) but my study’s approach with parents is not explicitly stated in those. A
school principal can implement this intervention by asking parents to contact teachers
first and adhering to that expectation. This intervention will help build stronger
relationships between teachers and parents and build a trusting relationship between
teachers and administration. Teachers report that a trusting relationship with an
administrator is important. When school principals direct parents to teachers instead of
being involved it increases the likelihood of a trusting relationship.
Administrative Support with Content and Application
A third finding is that teachers need additional support with their content and
application, or what they teach and how they teach it. This should be considered by
school principals and taken into consideration when preparing for the support teachers
need during their first several years in the classroom. Additionally, school principals
should remember that continued professional development is necessary to address the
many changes experienced in education. One teacher best explained this when she
stated, “My program was in the early 1990s. So much has changed.” Another shared how
important it is for teachers to have opportunities to learn from each other. “I know for me
personally, I learn most from my colleagues.” The use of Professional Learning
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Communities (PLC) is recommended to allow for continuous professional development
and increased student achievement (e.g., DuFour et al., 2008; Gaikhorst et al.,
2017). PLCs are highly researched but have not been considered in the role of teacher
retention. My study uses a novel approach of using PLCs for ongoing professional
development as a way to retain teachers. PLCs can be used as a way for teachers to work
collaboratively to achieve better results for their students and increase their own
understanding of content and application through professional growth.
A suggested intervention to assist teachers with content and application needs is
to have a directory of local experts based on school-related topics. This directory should
include teachers within the school that teachers can contact for assistance and advice. “I
didn’t learn content from my school like y’all said. College did not prepare me to teach
content but I think having a directory of how we can interact with each other. I think that
would be very helpful for me and for new teachers.” Teachers could utilize the school
directory to identify teachers who could support them and answer questions related to
topics such as behavior management, math instruction, reading workshop, and
more. Entries can be submitted by school principals and by teachers to ensure multiple
topics are included and to make it more comprehensive.
Administrative Support to Address Teacher Expectations and Workload
An additional finding was that the expectations placed on teachers and their
workload requirements elevate stress and make teaching difficult (e.g., Kukla-Acevedo,
2009). I found that school principals can decrease teacher challenges and needs by
implementing expectations for teachers that allow flexibility in lesson plan formatting.
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Lesson plans were identified as a challenge for teachers. School principals can provide
flexibility with lesson planning in order to limit the amount of time they require of
teachers. School principals can eliminate the requirement for lesson plans or allow
flexibility with multiple formats to increase efficiency.
Additionally, school principals can allow for less common assessments. Teachers
reported that the creation of common assessments is timely and difficult. A
recommendation is to increase authentic assessments and flexibility in assessments. This
change will allow teachers to check for student understanding without the need for
lengthy assessments that take a great deal of time preparing. The implementation of
these interventions, lesson plan flexibility and testing flexibility, will address those areas
that teacher participants have stated create additional teacher challenges.
Building Positive Working Relationships
Teachers reported that having positive working relationships positively influences
their job satisfaction. Previous research studies support the idea that social relationships
and relationships with colleagues are beneficial for teachers (e.g., Kapa & Gimbert, 2018;
Kelchtermans, 2017). One teacher explained, “There needed to be more downtime just to
get to know each other. … I often felt that months would go by and I never spoke to
anybody but my grade level team.” I found that school structures should be implemented
to better support stronger staff relationships. I recommend providing an increase in
opportunities for teachers to connect with colleagues across the school as well as increase
instructional coaching relationships and team relationships (Smith & Ingersoll, 2004). I
suggest that school principals prioritize team structures and allow opportunities for team
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building and collaboration. Teachers need opportunities to work with teachers inside and
outside their close contacts. This might include providing opportunities for teachers to
work with teachers in other grade levels and content areas. It is important for principals
to construct teams of teachers who can work well together because they have similar
teaching preferences or each bring different strengths to the team. Each of these
recommendations is supported by existing research but also highlights a different
approach, which emphasizes the importance of strategic hiring by school principals (e.g.,
Ingersoll, 2012; Ronfeldt & McQueen, 2017). The frequency of team building activities
should be increased and instructional coaches and school principals should participate in
more grade level meetings. Participating in these meetings will allow school principals to
see the dynamics of individual teams. Each of these findings can be used to better
structure opportunities for improving teacher relationships.
Additionally, I found that school principals should ensure teachers know who can
best support them. As stated earlier, a school directory of experts can help teachers when
seeking assistance or when they seek feedback on topics and needs. Additionally, I
recommend that teachers new to a school be assigned a mentor. This recommendation is
well supported by past research on mentors (Ingersoll, 2012; Bressman et al., 2018;
Smith & Ingersoll, 2004), but my study uses a newer approach in which mentors should
be assigned to all teachers and not just those new to the profession (e.g., Bressman et al.,
2018; Ronfeldt & McQueen, 2017). Teacher participants expressed a need for
connection within the school, which can begin with the assignment of a mentor. Mentors
should be assigned to not just new teachers but any teacher new to a school so that
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relationships are established early to support teachers. It is a common practice for
induction teachers to have a mentor teacher but this intervention assists relationships for
all teachers. Mentors can help model lessons and co-teach difficult or unknown concepts
for teachers. The assignment of mentors can provide assistance to teachers in the various
ways teachers report needing support. The implementation of mentors and intentional
opportunities for team building opportunities will support positive working relationships.
Creating a Positive Working Environment
Another major finding is that school principals can implement interventions to
improve the working environment for teachers. My study confirmed prior research on
the relationship between school factors and teacher satisfaction levels (e.g., Geiger &
Pivovarova, 2018; Kapa & Gimbert, 2018). It is suggested that if teacher satisfaction
increases then teacher retention will also increase, which is the desired outcome of this
study. School principals should offer instructional flexibility and increase opportunities
for teacher praise. Teacher participants expressed a need to have flexibility in their
teaching and trust from their administrators. A school principal can establish
expectations for instructional practices and allow flexibility. Teachers expressed that
when they have an understanding of expectations and where flexibility is allowed they
are more confident in doing so. Additionally, I found that school principals should
implement frequent opportunities for teacher praise. They should increase the frequency
in which they recognize teachers for their efforts and identify the way teachers most
appreciate praise. One teacher suggested during a focus group discussion that a school
principal can implement The Five Languages of Appreciation in the Workplace
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(Chapman &White, 2019) to effectively communicate appreciation and
encouragement. This practice will allow school principals to lead and recognize teachers
more effectively.
Expected Utility
I used the theory of expected utility to guide and investigate whether a
combination of benefits can impact a teacher’s satisfaction and decision to remain in a
teaching position (e.g., Feng, 2009, 2010, 2014; Vagi & Pivovarova,
2017). Additionally, I wanted to learn what job factors influenced teachers when
selecting this career. Participant responses ranged from benefits and security to wanting
to impact the lives of children. While the range was wide, most participants selected
teaching in order to make a difference in the future of children. One teacher explained
she wanted to become a teacher, “to positively influence others, shape the future, and
inspire younger generations to want to learn.” While the theory of expected utility has
previously been used to study teacher mobility, few scholars have used it from the
leadership perspective. I was able to look at school factors that impact a teacher’s utility
and how I can control these as a school principal. Based on my analysis, this is an
effective theoretical framework to be able to understand the factors that influence teacher
retention. Findings support that there are specific working environments and relationships
that support the needs of teachers. It can be hypothesized that if a school supports a
teacher’s needs, the teacher will have a higher utility and choose to remain in the teaching
position (Feng, 2009, 2010, 2014). If some needs are not met, it can be hypothesized that
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a teacher may leave the current position for something better. My study adds to how
expected utility can be used and I recommend other scholars use this theory for additional
improvement science studies to investigate teacher retention. My findings were not as
robust because of the mitigating factor of COVID-19. I would suggest this warrants
further study in a more traditional school year.
Conclusion
Teacher retention is important in South Carolina as more teachers are deciding to
leave the profession and fewer are enrolling into educational preparation programs
(SCDE, 2019). Through the use of improvement science, I wanted to identify if
administrative supports and school-level interventions can support teachers in such a way
that they will positively impact teacher retention (Lemire et al., 2017). I found that some
aspects of teaching increase the difficulty and stress of teachers, which makes teaching a
difficult profession. Additionally, I found there are administrative decisions that can help
decrease challenges and influence teacher satisfaction. In order to address the reported
teacher barriers, I recommend behavior management training for all teachers, keeping
open communication related to student discipline situations, and having teachers
participate in de-escalation training. I also recommend that expectations be established
with parent stakeholders that will support open lines of communication between teachers
and parents. In order to support teacher satisfaction, I recommend that mentors be
utilized with new and veteran teachers, principals build effective teams through their
hiring practices, and allow flexibility for teachers in regards to instructional strategies and
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teaching tasks. Lastly, because positive working relationships are needed, I recommend
that staff have opportunities to collaborate with one another and have a way to identify
who could best support them in a particular area of need.
Due to the limitations of this study, future research on teacher satisfaction
strategies will benefit the profession. Additionally, I suggest that the South Carolina
Department of Education consider a few opportunities for improvement. Salary increases
are needed to align the responsibilities of the position with the compensation. State
mandates on schools and teachers should be reviewed to eliminate unnecessary
requirements on teachers that increase the workload and negatively impact the working
environment. While these suggestions are outside the control of a school principal and
this study, they are suggestions that would benefit teachers.
The purpose of this improvement science research study was to determine schoollevel interventions that school principals can implement to support teachers and
positively impact teacher retention. Due to implications created by COVID-19, the
identified interventions have not yet been utilized. Over the next school year, the
interventions will be implemented at Cane Bay Elementary as a way to increase teacher
satisfaction in hopes to support teacher retention.
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Appendix A
IRB Approval
Dear Dr. Hall,
The Clemson University Office of Research Compliance reviewed the protocol “The Use
of Improvement Science by a Principal to Increase Teacher Satisfaction and
Teacher Retention Rates in an Elementary School Setting” using exempt review
procedures and a determination was made on February 27, 2020 that the proposed
activities involving human participants qualify as Exempt under category 2 in
accordance with federal regulations 45 CFR 46.104(d).
No further action, amendments, or IRB oversight of the protocol is required except
in the following situations:
1. Substantial changes made to the protocol that could potentially change the
review level. If you plan to make changes to your project, please send an email
to IRB@clemson.edu outlining the nature of the changes prior to
implementation of those changes. The IRB office will determine whether or not
your proposed changes require additional review.
2. Occurrence of unanticipated problem or adverse event; any unanticipated
problems involving risk to subjects, complications, and/or adverse events must
be reported to the Office of Research Compliance immediately.
3. Change in Principal Investigator (PI).
All research involving human participants must maintain an ethically appropriate
standard, which serves to protect the rights and welfare of the participants. This involves
obtaining informed consent and maintaining confidentiality of data. Research related
records should be retained for a minimum of three (3) years after completion of the
study.
The Clemson University IRB is committed to facilitating ethical research and protecting
the rights of human subjects. Please contact us if you have any questions and use the IRB
number and title when referencing the study in future correspondence.
Best,

Daley Rines

IRB Analyst
OFFICE OF RESEARCH COMPLIANCE
Clemson University, Division of Research

391 College Avenue, Suite 406, Clemson, SC 29631, USA
www.clemson.edu/research
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Appendix B
Executive Summary
Teacher attrition is rising in South Carolina and teacher vacancies are becoming
more difficult to fill. To address this critical shortage, I conducted a qualitative case study
at Cane Bay Elementary School from March 2020 to March 2021. The objectives of this
research were to gain and utilize feedback from teacher participants about their greatest
needs, and to implement principal-led strategies to positively impact teacher satisfaction
and retention. The study also used improvement science for cycles of intervention and
data collection, and to check the effectiveness of intervention strategies.
From this research, I identified two major findings. First, there are specific
aspects of teaching that make it difficult and that elevate stress for teachers. Secondly,
there are administrative responses that can be implemented to support teachers and
positively influence their satisfaction. Recommendations include increasing
administrative support in the areas of student behavior, parents, and content and
application. Additionally, school principals can have a positive effect on the workload
and expectations placed on teachers. In the following sections, I identify
recommendations for building- and district-level leaders, educational preparation
programs, education policy, and future research.
Findings
 Specific aspects of teaching increase difficulty and elevate stress for teachers,
including lack of administrative support, student behaviors, salary, lack of
preparation from certification programs, expectations and time, and
caseloads/class sizes.
 Administrative responses that support teachers and positively influence teacher
satisfaction include administrative support, support with student behaviors, and
support with parents, supportive working relationships, and a positive working
environment.
Recommendations for School Level Principals
 Provide direct training to teachers in behavior management strategies specific to
explicitly stated school expectations and de-escalation strategies.
 Refer parent questions to teachers and adhere to the expectation that parents
communicate with teachers prior to communicating with administration.
 Utilize Professional Learning Communities (PLC) as opportunities for ongoing
professional development and implement the use of a school directory of local
teacher experts that other teachers may use for support.
 Establish expectations for instructional practices, including lesson planning and
student assessments, but allow flexibility.
 Construct teams of teachers who work well together by considering teaching
preferences, needs, and strengths.
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Assign mentor teachers to induction teachers as well as those new to a school.

Recommendations for District Level Leaders
 Establish criteria for the selection of cooperating teachers to increase the quality
of experiences gained by teacher interns.
 Expand mentoring programs to include induction teachers and those teachers new
to the school district.
 Provide training opportunities for teachers in behavior management strategies and
de-escalation strategies.
 Provide opportunities for teacher candidates to tour schools and meet
administrative school teams as a way to better understand unique school level
expectations.
Recommendations for Educational Preparation Programs
 Increase the length of teacher internships to provide additional instructional time
and increased experiences.
 Increase student behavior management opportunities and parent communication
opportunities during teacher internships.
 Revise and implement criteria for cooperating teachers that encourage more
authentic teaching opportunities for teacher interns, such as those outlined in
Clemson University’s Teacher Residency Program.
Recommendations for State Policy
 Research and implement a more competitive salary for teachers in South Carolina
as a way to attract and retain teachers.
 Reevaluate teacher certification requirements to consider additional internship
time and additional internship opportunities.
Future Research
 The focus of this Improvement Science study was through the perspective of a
school leader. The field would benefit from future studies using Improvement
Science and focusing on alternative perspectives. For example, consider teacher
satisfaction and retention through the perspective of teachers and their
responsibility as partners in the improvement process.
 Consider utilizing expected utility as a theoretical framework for additional
Improvement Science studies to investigate teacher retention during a more
traditional time period.
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Appendix C
Recruitment Letter to Survey Participants
As a doctoral candidate at Clemson University, I am conducting research on
teacher attrition rates in our state. In South Carolina, teacher attrition rates continue to
increase. At the same time, the student population continues to grow. As a result,
schools are scrambling to fill teacher vacancies each year. The purpose of my research
study is to identify specific interventions needed to increase teacher satisfaction and
teacher retention rates.
Please consider participating in my research study and complete this
survey. Answer each question honestly and completely. Responses will be used to
provide qualitative data on teacher satisfaction and teacher retention needs. This survey
is anonymous and participation is voluntary. No identifiable information will be captured
unless respondents voluntarily offer personal information in the comment fields. Any
comments that provide identifiable information will remain confidential. Responses will
be combined with those of many others and summarized in reports to further protect
anonymity.
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Appendix D
Recruitment Letter to Focus Group Participants
As a doctoral candidate at Clemson University, I am conducting research on
teacher attrition rates in our state. In South Carolina, teacher attrition rates continue to
increase. At the same time, the student population continues to grow. As a result,
schools are scrambling to fill teacher vacancies each year. The purpose of my research
study is to identify specific interventions needed to increase teacher satisfaction and
teacher retention rates.
Please consider participating in my research study and join a focus group. Focus
groups will include five to six Cane Bay Elementary teachers who voluntarily participate
in a group discussion guided by questions I pose during each session. Participation in the
discussion during the focus group will remain confidential. Participation will be
voluntary and responses to questions will be optional. All conversations will remain
private to the group and no responses will be used for evaluation purposes or be shared
with members outside this focus group.
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Appendix E
Informed Consent for Surveys

Information about Being in a Research Study
Clemson University
The Use of Improvement Science by a Principal to Increase Teacher
Satisfaction and Teacher Retention Rates in an Elementary School Setting
KEY INFORMATION ABOUT THE RESEARCH STUDY
Voluntary Consent: Dr. Daniella Hall Sutherland is inviting you to volunteer for a
research study. Dr. Daniella Hall Sutherland is an Assistant Professor at Clemson
University conducting the study with Melissa LaBerge, doctoral candidate at Clemson
University.
Alternative to Participation: Participation is voluntary and the only alternative is to not
participate.
You will not be punished in any way if you decide not to be in the study or to stop taking
part in the study.
Study Purpose: The purpose of this research study is to identify specific strategies
needed to increase teacher satisfaction and teacher retention rates. In South Carolina,
teacher attrition rates continue to increase. At the same time, the student population in
South Carolina continues to grow. As a result, schools are scrambling to fill teacher
vacancies each year. This research study will allow for the identification of needed
strategies as well as the implementation of the strategies at the school level by a school
principal. This study will provide opportunity to seek teacher input on working
conditions and implement improvement science methods as a way to improve retention at
the school level.
Activities and Procedures: You are being asked to complete an anonymous survey that
should take less than a half hour to complete. Please answer each question honestly and
completely.
Participation Time: Surveys will take approximately 30 minutes or less per participant.
Risks and Discomforts: We do not know of any risks or discomforts to you in this
research study.
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Possible Benefits: Participants may not benefit directly from taking part in this study but
will have an opportunity to provide valuable feedback related to teacher retention by
completing this survey.
PROTECTION OF PRIVACY AND CONFIDENTIALITY
The results of this study may be published in scientific journals, professional
publications, or educational presentations.
The information collected during the study could be used for future research studies or
distributed to another investigator for future research studies without additional informed
consent from the participants or legally authorized representative. No identifiable private
information will be collected during the study.
CONTACT INFORMATION
If you have any questions or concerns about your rights in this research study, please
contact the Clemson University Office of Research Compliance (ORC) at 864-656-0636
or irb@clemson.edu. If you are outside of the Upstate South Carolina area, please use the
ORC’s toll-free number, 866-297-3071. The Clemson IRB will not be able to answer
some study-specific questions. However, you may contact the Clemson IRB if the
research staff cannot be reached or if you wish to speak with someone other than the
research staff.
If you have any study related questions or if any problems arise, please contact Melissa
LaBerge at Clemson University at mlaberg@clemson.edu or (843) 901-4894.
CONSENT
By participating in the study, you indicate that you have read the information
written above, been allowed to ask any questions, and you are voluntarily choosing
to take part in this research. You do not give up any legal rights by taking part in
this research study.
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Appendix F
Informed Consent for Focus Group Discussions

Information about Being in a Research Study
Clemson University
The Use of Improvement Science by a Principal to Increase Teacher
Satisfaction and Teacher Retention Rates in an Elementary School Setting
KEY INFORMATION ABOUT THE RESEARCH STUDY
Voluntary Consent: Dr. Daniella Hall Sutherland is inviting you to volunteer for a
research study. Dr. Daniella Hall Sutherland is an Assistant Professor at Clemson
University conducting the study with Melissa LaBerge, doctoral candidate at Clemson
University.
Alternative to Participation: Participation is voluntary and the only alternative is to not
participate.
You will not be punished in any way if you decide not to be in the study or to stop taking
part in the study.
Study Purpose: The purpose of this research study is to identify specific strategies
needed to increase teacher satisfaction and teacher retention rates. In South Carolina,
teacher attrition rates continue to increase. At the same time, the student population in
South Carolina continues to grow. As a result, schools are scrambling to fill teacher
vacancies each year. This research study will allow for the identification of needed
strategies as well as the implementation of the strategies at the school level by a school
principal. This study will provide opportunity to seek teacher input on working
conditions and implement improvement science methods as a way to improve retention at
the school level.
Activities and Procedures: Your part in the study will be to participate as a teacher in
South Carolina. You are being invited to participate in a series of monthly focus group
discussions because of your experiences as a teacher in South Carolina and at Cane Bay
Elementary.
Some of the information shared during the group discussion may be personal, we ask that
you respect others in the group and keep the information shared confidential. Please do
not share any information that may be sensitive or make you uncomfortable. You may
refuse to answer or leave the discussion at any time if you become uncomfortable. Up to
four focus group discussions will be held in total. Participants are encouraged to
participate in all focus group discussions but this is not required.
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Participation Time: Focus group discussions will last approximately one hour each.
Risks and Discomforts: There are no risks in participating in this study. Participants
may experience discomfort during focus group discussions as questions will be posed by
a supervisor. Participants may refuse to answer or leave the discussion at any time if
uncomfortable with no penalty.
Possible Benefits: Participants may not benefit directly from taking part in this study but
will have an opportunity to provide valuable feedback related to teacher retention as a
member of focus group discussions. Participants will be given time to provide feedback
to a building level principal on working conditions and teacher satisfaction so that
strategies for improvement can be implemented and assessed.
INCENTIVES
Participants are eligible to win up to four ten dollar gift cards for participating in focus
group discussions. There will be four focus group discussions total. Three gift cards will
be distributed to participants after each focus group discussion through a random draw.
During each focus group session, each participant will receive a ticket for the drawing.
Three participants will be randomly selected after each session to win a gift card. These
gift cards will be distributed for participating in focus groups as a way to encourage
participation and accommodate participants for their time.
AUDIO/VIDEO RECORDING AND PHOTOGRAPHS
Focus groups will be conducted with eight to ten participants monthly between February
and June 2020. Focus group discussions will be audio recorded and transcribed. Audio
recordings and transcriptions will be retained for three years.
EQUIPMENT AND DEVICES THAT WILL BE USED IN RESEARCH STUDY
Voice Memos, accessible on most iPhones, will be used to record each focus group
session. The recordings will be maintained on a secure, external drive. Transcriptions
will also be maintained on a secure, external drive.
PROTECTION OF PRIVACY AND CONFIDENTIALITY
The results of this study may be published in scientific journals, professional
publications, or educational presentations. Participation in focus groups will remain
confidential. It is requested that all conversations remain private to the group. Responses
will be combined with those of others and summarized in reports to further protect
confidentiality. Any summaries or direct quotations will be anonymized to eliminate
identities from being revealed.
Identifiable information will be removed and the de-identified information collected
during the study could be used for future research studies or distributed to another
investigator for future research studies without additional informed consent from the
participants or legally authorized representative.
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CONTACT INFORMATION
If you have any questions or concerns about your rights in this research study, please
contact the Clemson University Office of Research Compliance (ORC) at 864-656-0636
or irb@clemson.edu. If you are outside of the Upstate South Carolina area, please use the
ORC’s toll-free number, 866-297-3071. The Clemson IRB will not be able to answer
some study-specific questions. However, you may contact the Clemson IRB if the
research staff cannot be reached or if you wish to speak with someone other than the
research staff.
If you have any study related questions or if any problems arise, please contact Melissa
LaBerge at Clemson University at mlaberg@clemson.edu or (843) 901-4894.
CONSENT
By participating in the study, you indicate that you have read the information
written above, been allowed to ask any questions, and you are voluntarily choosing
to take part in this research. You do not give up any legal rights by taking part in
this research study.
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Appendix G
Cane Bay Elementary Teachers Open-Ended Survey Protocol
1. Type of Teacher - General Education, Special Education, Related Arts
2. Years of Service - 0-1; 2-5; 6-10; More than 10
3. Gender - Male, Female, Non-binary, Other, Prefer not to answer
4. Think back to when you decided to become a teacher.
4.1.

What factors influenced your decision to become a teacher?

4.2.

Have you ever considered other professions?

4.3.

If so, why?

5. Do you plan to return to teaching next school year? - Definitely, Probably, Probably
Not, Definitely Not
6. Is Cane Bay Elementary one of your top choices for employment? - Yes, No
7. Do you plan to return to this school next school year? - Definitely, Probably,
Probably Not, Definitely Not
8. Studies show that interpersonal relationships between staff at schools affect teacher
retention. What kinds of relationships most positively influence and support you as a
teacher?
9. What types of support from administration do you find most beneficial?
10. In what ways are you able to participate in school decision making?
11. Do you believe your education preparation program prepared you for teaching? Completely, Mostly, Somewhat, Not at all
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11.1.

What could have been included in your program to better prepare you for
teaching?

12. What do you think makes Cane Bay Elementary a positive working environment?
13. What would help make Cane Bay Elementary a less challenging working
environment?
14. What aspects of teaching are difficult for you or contributes the most stress?
15. Recent retention studies report that some teachers resign for reasons related to salary,
administrative support, lack of preparation, and general dissatisfaction.
15.1.

Which of these, if any, make teaching difficult for you? Please explain.

15.2.

Have you ever considered resigning from teaching?

15.3.

If so, what factors impacted your decision to remain teaching?

16. Does teaching provide you satisfaction? - Almost always, Often, Sometimes, Seldom,
Never
16.1.

Please explain.

17. Please list any additional information that will help better understand issues related to
teacher retention in South Carolina and/or at Cane Bay Elementary.
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Appendix H
Former Teachers Open-Ended Survey Protocol
1. What did you teach while at Cane Bay Elementary? - General Education, Special
Education, Related Arts
2. How many years were you a teacher? - 0-1; 2-5; 6-10; More than 10
3. Gender - Male, Female, Non-binary, Other, Prefer not to answer
4. Think back to when you decided to become a teacher. What factors influenced your
decision to become a teacher?
5. Was Cane Bay Elementary one of your top choices for teaching? - Yes, No
6. What do you think made Cane Bay Elementary a positive working environment?
7. What could have made Cane Bay Elementary a less challenging working
environment?
8. How impactful was salary in your decision to leave teaching?
9. Do you believe your education preparation program prepared you for teaching? Completely, Mostly, Somewhat, Not at all
9.1.

What could have been included in your program to better prepare you for
teaching?

10. Studies show that interpersonal relationships between staff at schools affect teacher
retention. To what extent did your relationships with other staff members impact your
decision to leave teaching at Cane Bay Elementary? - Greatly, Somewhat, Not at All
10.1.

Were there school structures that could have been implemented at Cane
Bay Elementary to better support positive staff relationships?

86

11. To what extent did administrative support impact your decision to leave teaching at
Cane Bay Elementary? - Greatly, Somewhat, Not at All
11.1.

Were there administrative decisions that could have been implemented at
Cane Bay Elementary to better support your teaching?

12. Did teaching provide you satisfaction? - Almost always, Often, Sometimes, Seldom,
Never
12.1.

Please explain.

13. What aspects of teaching were difficult for you or contributed the most stress?
14. Recent retention studies report that some teachers resign for reasons related to salary,
administrative support, lack of preparation, and general dissatisfaction.
14.1.

Which of these, if any, made teaching difficult for you? Please explain.

15. What changes could have been made to keep you in the field of teaching?
16. Please list any additional information that will help better understand issues related to
teacher retention in South Carolina and/or Cane Bay Elementary.
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Appendix I
Former Cane Bay Elementary Teachers Open-Ended Survey Protocol
1. What did you teach while at Cane Bay Elementary? - General Education, Special
Education, Related Arts
2. Are you currently teaching? - Yes, No
3. Years of Experience - 0-1; 2-5; 6-10; More than 10
4. Gender - Male, Female, Non-binary, Other, Prefer not to answer
5. Think back to when you decided to become a teacher. What factors influenced your
decision to become a teacher?
6. Was Cane Bay Elementary one of your top choices for teaching when you began
teaching there? - Yes, No
7. What do you think made Cane Bay Elementary a positive working environment?
8. What could have made Cane Bay Elementary a less challenging working
environment?
9. How impactful was salary in your decision to leave teaching at Cane Bay
Elementary?
10. Do you believe your education preparation program prepared you for teaching? Completely, Mostly, Somewhat, Not at All
10.1.

What could have been included in your program to better prepare you for
teaching?
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11. Studies show that interpersonal relationships between staff at schools affect teacher
retention. To what extent did your relationships with other staff members impact your
decision to leave teaching at Cane Bay Elementary? - Greatly, Somewhat, Not at All
11.1.

Were there school structures that could have been implemented at Cane
Bay Elementary to better support positive staff relationships?

12. To what extent did administrative support impact your decision to leave teaching at
Cane Bay Elementary? - Greatly, Somewhat, Not at All
12.1.

Were there administrative decisions that could have been implemented at
Cane Bay Elementary to better support your teaching?

13. Did teaching at Cane Bay Elementary provide you satisfaction? - Almost always,
Often, Sometimes, Seldom, Never
13.1.

Please explain.

13.2.

If you are currently teaching, is this similar or different than teaching in
your current school?

14. What aspects of teaching were difficult for you or contributed the most stress while
teaching at Cane Bay Elementary?
14.1.

If you are currently teaching, is this similar or different than teaching in
your current school?

15. Recent retention studies report that some teachers resign for reasons related to salary,
administrative support, lack of preparation, and general dissatisfaction.
15.1.

Which of these, if any, made teaching at Cane Bay Elementary difficult
for you? Please explain.
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16. What changes could have been made at Cane Bay Elementary to retain you as a
teacher?
17. Please list any additional information that will help better understand issues related to
teacher retention in South Carolina and/or at Cane Bay Elementary.
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Appendix J
SC for Ed Teachers Open-Ended Survey Protocol
1. School District
2. Type of School - Primary, Elementary, Intermediate, Middle, High
3. Type of School - Rural, Suburban, Urban
4. Years of Service - 0-1; 2-5; 6-10; More than 10
5. Gender - Male, Female, Non-binary, Other, Prefer not to answer
6. Think back to when you decided to become a teacher.
6.1.

What factors influenced your decision to become a teacher?

6.2.

Have you ever considered other professions?

6.3.

If so, why?

7. Do you plan to return to teaching next school year? - Definitely, Probably, Probably
Not, Definitely Not
8. Is your current school one of your top choices for employment? - Yes, No
9. Do you plan to return to the same school next school year? - Definitely, Probably,
Probably Not, Definitely Not
10. Studies show that interpersonal relationships between staff at schools affect teacher
retention. What kinds of relationships most positively influence and support you as a
teacher?
11. What types of support from administration do you find most beneficial?
12. In what ways are you able to participate in school decision making?

91

13. Do you believe your education preparation program prepared you for teaching? Completely, Mostly, Somewhat, Not at all
13.1.

What could have been included in your education program to better
prepare you for teaching?

14. What do you think makes your current school a positive working environment?
15. What would help make your current school a less challenging working environment?
16. What aspects of teaching are difficult for you or contributes the most stress?
17. Recent retention studies report that some teachers resign for reasons related to salary,
administrative support, lack of preparation, and general dissatisfaction.
17.1.

Which of these, if any, make teaching difficult for you? Please explain.

17.2.

Have you ever considered resigning from teaching?

17.3.

If so, what factors impacted your decision to remain teaching?

18. Does teaching provide you satisfaction? - Almost always, Often, Sometimes, Seldom,
Never
18.1.

Please explain.

19. Please list any additional information related to teacher retention in South Carolina
that would be helpful for this research study.
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Appendix K
Focus Group Discussions Protocol
Introduction to the Focus Group Discussion


Feedback from this focus group will be used in conjunction with other qualitative
data sources to better understand the factors that can impact teacher satisfaction levels
and teacher retention decisions as a part of a doctoral research study.



Participation in this focus group and discussion during this focus group will remain
confidential. Participation is voluntary and responses to questions are
optional. Refusal to participate or discontinue participation will involve no penalty.



I ask that one person speak at a time.



There are no wrong answers to any of the questions. I am interested in hearing your
perspectives as teachers.



Any summaries or direct quotations will be anonymized to eliminate identities from
being revealed but complete anonymity cannot be guaranteed because of the nature of
focus groups. I request that all conversations remain private to this group.



No responses will be used for evaluation purposes or be shared with members outside
this focus group.



All focus group participants will have an opportunity to respond to questions. I may
ask direct questions to members who have not participated as a way to include them
in the discussion.
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I will audio record today’s discussion as well as take notes. A parking lot will be
used to capture information discussed that is important but not related to the purpose
of this focus group discussion.



Results from this focus group will be summarized and shared with this group prior to
it being included in the doctoral research study. If you believe any key points are not
included you may contact me to discuss.

Focus Group Discussions Questions
Educational Preparation
1. Approximately 1/4 of the responses related to educational preparation needs were
related to behavior management. If educational preparation programs do not change,
how can schools better support teachers with behavior management?
2. When questioned about educational preparation, CBE teachers reported needing to
better understand content and how to teach content. What can be done at the school
level to support teachers in this area?
2.1.

As a follow up question, 19% of CBE teachers reported that decreasing
the number of meetings would decrease challenges for teachers. How can
we decrease the number of meetings and also support teachers with
content?

3. It was reported that educational preparation programs could better prepare teachers by
helping them better understand the realities of teaching. Can you elaborate on what
realities of teaching the survey results may have been referring to?
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3.1.

If educational programs are not currently providing teachers with the
realities of teaching, what can a school do to assist teachers in better
understanding the realities of teaching?

4. 20% of the SC for Ed respondents reported the need for additional time and
experiences during internships. What might a school be able to do to assist currently
employed teachers who maybe did not have adequate internship time?
4.1.

How can we provide teachers with additional time to learn while also
meeting the needs of students and parents?

Administrative Support
5. Assistance with student behaviors was the most frequent form of administrative
support reported by the SC for Ed participants and one of the most frequently
reported needs by CBE teachers. What does administrative support with student
behaviors look like?
5.1.

How can we better support teachers with student behaviors and also
ensure we are adhering to IDEA and protecting student rights?

6. Support with parents was listed as a form of needed administrative support. How can
administrators support teachers with parents?
6.1.

Can you describe a time when you needed support with a parent and did
not receive it? What could have been done in that situation to better
support you as a teacher?

7. If you could name one thing that I could do as an administrator to support you, what
would it be?
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Working Environment
8. Relationships with grade levels/content teams was overwhelmingly reported as
positively influencing teachers. What school level decisions can be made to assist
with these relationships?
9. 36% of SC for Ed teachers stated that a relationship with administration positively
influences teachers. What does a positive administrative relationship look like?
10. 17% of CBE teachers, compared to 8% of SC for Ed teachers, reported that our
students contribute to a positive working environment? What systems are in place at
CBE that make our student population a positive one to work with?
11. Are there any additional factors that make Cane Bay Elementary a positive working
environment that should be continued?
Educational Challenges and Needs
12. 52% of CBE teachers reported that a lack of administrative support makes teaching
difficult. 44% of SC for Ed teachers said the same. Administrative support is very
broad. What can the administration do to better support teachers?
13. 59% of CBE teachers reported salary as a difficult aspect of teaching and 28% of SC
for Ed teachers reported salary. Why does salary make teaching difficult?
14. 67% of SC for Ed teachers reported that a lack of time makes teaching difficult. What
most impacts a teacher's lack of time?
15. CBE teachers reported that decreasing the number of meetings would assist
teachers. Can we list the types of meetings that impact teachers at CBE and
brainstorm ways to decrease the number of meetings?
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16. Testing was an area of stress and concern for teachers at CBE. How can we decrease
the amount of testing at CBE?
16.1.

Can we list the types of assessments at CBE and list the pros and cons of
each assessment?

17. Are there additional factors that make Cane Bay Elementary a challenging working
environment or that contribute to stress that we should discuss?
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Appendix L
Cane Bay Elementary Teachers Survey Responses
Years of Teaching
0-1 Years
2-5 Years
6-10 Years
More than 10 Years

Total (30)
2
6
8
14

Percent
6.7
20
26.7
46.7

Type of Teacher
General Education
Related Arts
Special Education

Total (30)
24
5
1

Percent
80
16.7
3.3

Education Preparation
Completely
Mostly
Somewhat
Not at All

Total (30)
4
15
11
0

Percent
13.3
50
36.7
0

Education Preparation Needs
Behavior Management
Special Education
Parental Involvement
Reality of Profession
Additional Time
Content and Application

Total (23)
5
3
3
4
4
6

Percent
21.7
13
13
17.4
17.4
26.1

Relationships that Positively
Grade or Content Team
Instructional Coaches
Administration
Team Teacher
School Coworkers

Total (28)
12
2
7
2
6

Percent
42.9
7.1
25
7.1
21.4

Contribution to Stress
Lack of Time
Student Behaviors
Number of Students
Number of Meetings
Parents
Expectations

Total (29)
7
4
6
5
4
7

Percent
24.1
13.8
20.7
17.2
13.8
24.1

Types of Administrative
Open Communication
Trusting
Supportive/Positive/Encourage
Listener
Assist with Behaviors
Assist with Parents
Support with Challenges
Involved with Presence
Personal Relationship
Constructive Feedback
Realistic
Consistency

Total (29)
5
4
9
2
5
3
1
2
2
3
0
0

Percent
17.2
13.8
31
6.9
17.2
10.3
3.4
6.9
6.9
10.3
0
0

Positive Working Environment

Total (29)

Percent

12
6
5
2
2
1
2
2
3
4
1

41.4
20.7
17.2
6.9
6.9
3.4
6.9
6.9
10.3
13.8
3.4

Total (26)
4
4
5
0
8
2
4
4
0
6

Percent
15.4
15.4
19.2
0
30.8
7.7
15.4
15.4
0
23.1

Participation in School
Decisions
Total (27)
School Improvement Council
3
Professional Learning Communities
3
Feedback Requested & Surveys
7
Grade Level Meetings
9
Leadership Meetings
3
Staff Meetings
4
Face to Face with Administration
2
Committees
4
None or Unsure
5

Percent
11.1
11.1
25.9
33.3
11.1
14.8
7.4
14.8
18.5

Colleagues
Administration
Students
Parents
Grade or Content Teams
Instructional Coaches
School Community
Open Communicaiton
Trust/Flexibility
Collaboration
Not Positive

Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation
Parents
Mandates

Total (29)
13
2
16
4
4
4
6
0
4
5

Percent
44.8
6.9
55.2
13.8
13.8
13.8
20.7
0
13.8
17.2

Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instruction Flexibilty
Less Duties
Less Testing
Less Mandates/Expectations
Collaboration and Relationships

Plans to Return to Teaching
Next Year
Definitely
Highly Likely
Somewhat Likely
Most Likely Not
Definitely Not

Total (29)
19
8
1
0
1

Percent
65.5
27.6
3.4
0
1
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Appendix M
Former Teachers Survey Responses
Years of Teaching
0-1 Years
2-5 Years
6-10 Years
More than 10 Years

Total (12)
0
4
6
2

Percent
0
33.3
50
16.7

Type of Teacher
General Education
Related Arts
Special Education

Total (12)
10
0
2

Percent
83.3
0
16.7

Education Preparation
Completely
Mostly
Somewhat
Not at All

Total (12)
1
6
5
0

Percent
8.3
50
41.7
0

Education Preparation Needs
Behavior Management
Special Education
Parental Involvement
Reality of Profession
Additional Time
Content and Application

Total (11)
5
4
2
4
2
1

Percent
45.5
36.4
18.2
36.4
18.2
9.1

Staff Relations Impact on
Leaving
Completely
Mostly
Somewhat
Not at All

Total (12)
2
1
1
8

Percent
16.7
8.3
8.3
66.7

Administrative Support Impact
on Leaving
Completely
Mostly
Somewhat
Not at All

Total (12)
2
3
2
5

Percent
16.7
25
16.7
41.7

Contribution to Stress
Lack of Time
Student Behaviors
Number of Students
Number of Meetings
Parents

Total (12)
6
4
2
4
3

Percent
50
33.3
16.7
33.3
25

Salary Impact on Leaving
Completely
Mostly
Somewhat
Not at All

Total (12)
0
2
7
3

Percent
0
16.7
58.3
25

Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation

Total (12)
4
4
5
1
1
2
1
1

Percent
33.3
33.3
41.6
8.3
8.3
16.7
8.3
8.3

Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instructional Training
Less Duties
Less Testing

Total (12)
4
1
3
1
2
1
0
0

Percent
33.3
8.3
25
8.3
16.7
8.3
0
0
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Appendix N
Former Cane Bay Elementary Teachers Survey Responses
Years of Teaching
0-1 Years
2-5 Years
6-10 Years
More than 10 Years

Total (24)
0
7
7
10

Percent
0
29.2
29.2
41.7

Type of Teacher
General Education
Related Arts
Special Education

Total (24)
16
5
3

Percent
66.7
20.8
12.5

Education Preparation
Completely
Mostly
Somewhat
Not at All

Total (24)
13
15
6
0

Percent
12.5
62.5
25
0

Education Preparation Needs
Behavior Management
Special Education
Parental Involvement
Reality of Profession
Additional Time
Content and Application

Total (21)
3
0
1
7
9
1

Percent
14.3
0
5
33.3
42.9
5

Staff Relations Impact on
Completely
Mostly
Somewhat
Not at All

Total (24)
1
3
7
13

Percent
4.2
12.5
29.2
54.2

Administrative Support Impact
Completely
Mostly
Somewhat
Not at All

Total (24)
3
5
5
11

Percent
12.5
20.8
20.8
45.8

Contribution to Stress
Lack of Time
Student Behaviors
Number of Students
Number of Meetings
Parents
Expectations

Total (23)
9
3
4
1
0
5

Percent
39.1
13
17.4
4.3
0
21.7

Salary Impact on Leaving
Completely
Mostly
Somewhat
Not at All

Total (24)
1
1
2
20

Percent
4.2
4.2
8.3
83.3

Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation

Total (20)
2
5
1
0
2
1
1
0

Percent
10
25
5
0
10
5
5
0

Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instructional Training
Less Duties
Less Testing

Total (12)
6
3
2
3
4
2
1
0

Percent
50
25
16.7
25
33.3
16.7
8.3
0

Note. 2 respondants are no longer teaching and should have completed the Former Teachers Survey.
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Appendix O
Survey Response Comparisons of Former Teachers, Former Cane Bay Teachers, and
Current Cane Bay Teachers
Contribution to Stress
Lack of Time
Student Behaviors
Number of Students
Number of Meetings
Parents
Expectations
Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation
Parents
Mandates
Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instructional Flexibilty
Less Duties
Less Testing
Collaboration and Relationships

Former Teachers
Number
Percentage
6
50
4
33
2
17
4
33
3
25
1
8

Former CBE Teachers
Number
Percentage
9
39
3
13
4
17
1
4
0
0
5
22

Current CBE Teachers
Number
Percentage
7
24
4
14
6
21
5
17
4
14
4
14

Former Teachers
Number
Percentage
4
33
4
33
5
42
1
8
1
8
2
17
1
8
1
8
0
0
0
0

Former CBE Teachers
Number
Percentage
2
10
5
25
1
5
0
0
2
10
1
5
1
5
0
0
1
5
0
0

Current CBE Teachers
Number
Percentage
13
45
2
7
16
55
4
14
4
14
4
14
6
21
0
0
4
14
5
17

Former Teachers
Number
Percentage
4
33
1
8
3
25
1
8
2
17
2
17
0
0
0
0
1
8

Former CBE Teachers
Number
Percentage
6
50
3
25
2
17
3
25
4
33
2
17
1
8
0
0
3
25

Current CBE Teachers
Number
Percentage
4
15
4
15
5
19
0
0
8
31
2
8
4
15
4
15
6
23
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Appendix P
SC for Ed Teachers Survey Responses
Years of Teaching
0-1 Years
2-5 Years
6-10 Years
More than 10 Years

Total (96)
4
11
16
65

Percent
4.2
11.5
16.7
67.7

Primary
Elementary
Intermediate
Middle
High

Total (96)
12
39
2
19
24

Percent
12.5
40.6
2.1
19.8
25

Contribution to Stress
Lack of Time
Student Behaviors
Number of Students
Number of Meetings
Parents
Expectations
Testing
Paperwork

Total (94)
6
34
3
4
21
20
10
17

Percent
6.4
36.2
3.2
4.3
22.3
21.3
10.6
18.1

Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation
Parents

Total (90)
6
40
25
12
3
7
0
3
6

Percent
6.7
44.4
27.8
13.3
3.3
7.8
0
3.3
6.7

Relationships that Positively
Influence
Grade or Content Team
Instructional Coaches
Administration
Team Teacher
School Coworkers
Parents
Students

Total (94)
38
1
34
2
26
2
2

Percent
40.4
1.1
36.2
2.1
27.7
2.1
2.1

Types of Administrative
Support
Open Communication
Trusting

Total (94)
8
17

Percent
8.5
18.1

13
14
21
18
3
5
3
8
2
9

13.8
14.9
22.3
19.1
3.2
5.3
3.2
8.5
2.1
9.6

School Level

Supportive
Listener
Assist with Behaviors
Assist with Parents
Support with Challenges
Involved with Presence
Personal Relationship
Constructive Feedback
Realistic
Consistency

Type of School
Rural
Suburban
Urban

Total (96)
28
10
57

Percent
29.5
10.5
60

Education Preparation
Completely
Mostly
Somewhat
Not at All

Total (96)
13
49
32
2

Percent
13.5
51
33.3
2.1

Education Preparation Needs
Total (96)
Behavior Management
24
Special Education
6
Parental Involvement
3
Reality of Profession
12
Additional Time
19
Content and Application
12
School Politics
3
Trauma Informed/ SEL/ Diversity
12

Percent
25
6.3
3.1
12.5
19.8
12.5
3.1
12.5

Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instructional Training
Less Duties
Less Testing
Parental Support
Less Paperwork

Total (91)
17
5
3
21
3
0
1
4
9
10

Percent
18.7
5.5
3.3
23.1
3.3
0
1.1
4.4
9.9
11

Positive Working Environment

Total (92)

Percent

Colleagues
Adminstration
Students
Parents
Grade or Content Teams
Instructional Coaches
School Community
Open Communicaiton
Trust/Flexibility

39
22
7
2
11
0
3
2
4

42.4
23.9
7.6
2.2
12
0
3.3
2.2
4.3

Collaboration
Positive School Culture

1
4

1.1
4.3

Participation in School
Decisions
Total (91)
School Improvement Council
3
Professional Learning Communities
4
Feedback Requested & Surveys
18
Grade Level Meetings
9
Leadership Meetings
12
Staff Meetings
7
Face to Face with Administration
2
Committees
14
Little, None, Unsure
27
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Percent
3.3
4.4
20
9.9
13.2
7.7
2.2
15.4
29.7

Appendix Q
SC for Ed Elementary Teachers Survey Responses
Years of Teaching
0-1 Years
2-5 Years
6-10 Years
More than 10 Years

Total (53)
1
6
8
38

Percent
1.9
11.3
15.1
71.7

Type of School
Rural
Suburban
Urban

Total (53)
14
32
7

Percent
26
60
13

School Level
Primary
Elementary
Intermediate

Total (53)
12
39
2

Percent
22.6
73.6
3.8

Education Preparation
Completely
Mostly
Somewhat
Not at All

Total (53)
9
29
14
1

Percent
17
55
26
2

Contribution to Stress
Number of Meetings
Testing
Expectations

Total (53)
2
5
6

Percent
3.8
9.4
11.3

Relationships that Positively
Grade or Content Team
Instructional Coaches
Administration
Team Teacher
School Coworkers

Total (51)
27
1
17
1
13

Percent
52.9
2
33.3
2
25.5

Education Preparation Needs
Total (50)
Behavior Management
14
Special Education
4
Parental Involvement
2
Reality of Profession
8
Additional Time
11
Content and Application
12
School Politics
1
Trauma Informed/ SEL/ Diversity
7
Lesson Planning
5

Percent
28
8
4
16
22
24
2
14
10

Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation
Parents
Mandates

Total (51)
5
5
14
19
11
9
0
1
10
15

Percent
9.8
9.8
27.5
37.3
21.6
17.6
0
2
19.6
29.4

Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instruction Flexibility
Less Duties
Less Testing
Parental Support
Less Paperwork
Less Mandates/Expectations
Collaboration and Relationships

Total (49)
12
4
4
10
2
10
0
2
8
3
6
2

Percent
24.5
8.2
8.2
20.4
4.1
20.4
0
4.1
16.3
6.1
12.2
4.1

Types of Administrative
Support
Open Communication
Trusting/No Micromanage
Supportive/Positive/Encourage
Listener
Assist with Behaviors
Assist with Parents
Support with Challenges
Involved with Presence
Constructive Feedback

Total (52)
8
15
16
4
11
11
2
4
2

Percent
15.4
28.8
30.8
7.7
21.2
21.2
3.8
7.7
3.8

Positive Working Environment
Colleagues
Adminstration
Students
Parents
Grade or Content Teams
Instructional Coaches
School Community
Open Communicaiton
Trust/Flexibility
Collaboration
Positive School Culture
Not Positive

Total (52)
13
13
3
1
18
0
1
1
2
0
4
5

Percent
25
25
5.8
2
34.6
0
2
2
3.8
0
7.7
9.6
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Appendix R
Survey Response Percent Comparisons of SC for Ed Teachers, SC for Ed Elementary
Teachers, and Cane Bay Elementary Teachers

Education Preparation
Behavior Management
Additional Time
Content and Application
Reality of Profession

SC for Ed
25
19.8
12.5
12.5

SC for Ed
28
22
24
16

CBE
21.7
17.4
26.1
17.4

Relationships that Positively
Grade or Content Team
Administration
School Coworkers

SC for Ed
40.4
36.2
27.7

SC for Ed
52.9
33.3
25.5

CBE
42.9
25
21.4

Types of Administrative
Assist with Behaviors
Assist with Parents
Trusting

SC for Ed
22.3
19.1
18.1

SC for Ed
21.2
21.2
28.8

CBE
17.2
10.3
13.8

Positive Working
Colleagues
Adminstration
Students
Grade or Content Teams

SC for Ed
42.4
23.9
7.6
12

SC for Ed
25
25
5.8
34.6

CBE
41.4
20.7
17.2
6.9

Difficult Aspects of Teaching
Lack of Time
Lack of Administrative Support
Salary
Student Behavior
Workload
Expectations
Caseload
Lack of Preparation
Parents

SC for Ed
6.7
44.4
27.8
13.3
3.3
7.8
0
3.3
6.7

SC for Ed
9.8
9.8
27.5
37.3
21.6
17.6
0
2
19.6

CBE
44.4
6.9
55.2
13.8
13.8
13.8
20.7
0
13.8

Ways to Decrease Challenges
Aministrative Support
Additional Planning Time
Less Meetings
Behavior Support
Smaller Class Sizes
Instruction Flexibilty
Less Duties
Less Testing

SC for Ed
18.7
5.5
3.3
23.1
3.3
0
1.1
4.4

SC for Ed
24.5
8.2
8.2
20.4
4.1
20.4
0
4.1

CBE
15.4
15.4
19.2
0
30.8
7.7
15.4
15.4
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